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THE EFFECTS OF TWO COUNSELING MODELS, COGNITIVE BEHAVIOR
MODIFICATION AND VALUES CLARIFICATION, ON READING
IMPROVEMENT AND SELF-CONCEPT
Abstract of Dissertation
The purpose of this study was to determine the effectiveness of two
counseling models, values clarification and cognitive behavior
modification on the improvement of reading skills and the enhancement
of self-concept . The subjects were 137 tenth grade students at a
central California high school.
Two experimental groups and one control group with approximately 25
students each were pre- and posttested with a Nelson Reading Test,
Form A and B, and a semantic differential. One experimental group
received values clarification training, the other cognitive behavior
modification training. The study was replicated once for validity.
It was hypothesized that both experimental groups would show significant
mean gains in reading on the Nelson Reading Test and also on each of
the concepts of the semantic differential, as compared with each other
and with the control group. It was also hypothesized that males and
females would have equal mean gains in treatment effects.
The data was analyzed using the Statistical Package for the Social
Sciences (SPSS) . Analysis of covariance was used to analyze the results
wlth an explication of the comparisons between groups where the senklntic
differential was used. Fisher's LSD Multiple Comparison Test was used
with the Nelson Reading Test where statistical significance was
indicated from the analysis of covariance. The alpha level was set
at . 05.
The findings revealed that on the semantic differential, neither
cognitive behavior modification nor values clarification showed
significant gains. There were no significant findings in gender
differences . There was a significant finding with the results for the
experimental groups for values clarification. Both groups showed a
gain of approximately one grade level on the Nelson Reading Test
between pre- and posttest.
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Chapter I
Introduction
Formal education in reading and other cognitive skills begins in
kindergarten.

Prior to that time, informal education in these skills

takes place through the media, pre-school programs, and parents.
Children are exposed to the techniques and skills of reading at an
early age .

The smallest child experiences television almost from

birth, and very early can pick out brands of cereal as learned through
watching labels on television commercials.

The wonders of Sesame
11

Street and The Electric Company present techniques of reading,
11

11

11

learning the alphabet and other forms of word skills and recognition.
If children are exposed to reading throughout their school years,
the question arises as to why some of them reach the end of their
secondary school education with minimal reading skills.

States such

as California, Oregon, and Florida have enacted legislation requiring
that students must meet minimum competencies in reading, writing,
and mathematics before they may graduate from high school (Popham,
1981).

Declining test scores are used as evidence that students are

not performing as well as they did in the past and that schools
should be emphasizing reading improvement (Wolfthal, 1981).
This study focused on the improvement of reading skills
through the use of two counseling models, cognitive behavior modification and values clarification.

Cognitive behavior modification is

a clinical approach modified for use within the school setting, and
values clarification is a technique designed for use within any school
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setting or curriculum area.
The assumption tested in this study is that a person's selfconcept has a direct effect on learning to read.

Purkey (1978, p. 30)

says, '' ••• one's self-concept serves as the reference point for one's
behavior."

The skill of reading might be directly affected by whether

or not the individual's self-concept is positive or negative.

Zimmer-

man and Allebrand (1965) have demonstrated that :
Poor readers lack a sense of personal worth and adequacy to the
point where they actively avoid achievement. For poor readers,
to study hard and still fail, provides unbearable proof of their
inadequacy. To avoid such proof, many students · deliberately
choose not to try. Their defense against failure is secretly
to accept themselves as failures. It is better, from the students'
viewpoint, not to read at all than to read poorly. From their
internal vantage point, it is better not to try than to be embarrassed or humiliated by trying. (p. 29)
Self-concept, the way we feel about ourselves, may be one of the most
important factors in being able to master cognitive skills such as
reading.

Early participation in reading activities is often done orally

where children are asked to read aloud, to sound out words, to perform
skills in front of peers.

Time and experience teach the individual

negative or positive ways in which to view success and failure (Purkey, 1978).

Perhaps time in school, along with successes and failures,

contributes to the individual's developing successful skills.

lndivi-

duals may also feel that they are failures when reading skills appear
to be poor, perhaps with test scores on standardized tests regressing
rather than progressing over the school years.
The primary influence in a child's life is that of the family.
When children begin their formal education, the school and peers
begin to exert a great deal of influence over children's concepts of
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who they are.

During the school years, children spend the greater

part of their time in the classroom and on the playground.

Positive

and negative interactions with peers gradually become more significant
as children grow and mature.

Glasser (1972, p. 159) discusses the

problems that some young people have in finding a satisfactory sense
of who they are,

11

Unable to gain love and worth in their relationship

with their parents, peers, and teachers, they have identified themse 1ves as failures. 11

A good fee 1i ng about onese 1f, a success identity,

according to Glasser, motivates a child toward goals.
goal oriented, and so is society.

Schools are

For children to do well in school,

to obtain success in skills such as reading, they need to have an
identity that is positively oriented toward school success because
they feel good about who they are.
Statement of the Problem
The question,

11

Is there a way to improve reading skills with

average students by enhancing self-concept? 11 will be investigated in
this study.

A 11 normal 11 high school population will be used, as

opposed to one where children have been identified as having learning
disabilities, handicaps or self-concept problems.

This study will

examine secondary school students who have had opportunities to learn
to read.

It also deals with two techniques that might help students

feel positively about themselves.

These two techniques, or counseling

models, are designed to enhance self-concept and therefore manifest
higher reading scores on the posttest of a standardized reading test.
The school community has been assigned the task, by society, of
not only teaching students to read and accomplish mastery of other
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cognitive skills, but also morality, ethics, values, self-esteem, and
self-concept.

Teachers such as Socrates, Plato, and Aristotle (Frost

& Bailey, 1973) met with their students to discuss ethics and values
and to argue the definition of, and the criterion for each.

The

question arises as to what techniques schools can use to accomplish
mastery of the cognitive domain along with positively affecting
self-concept through the affective domain.
Values clarification and cognitive behavior modification are
two counseling models that provide techniques that could be used within the school setting to affect self-concept.

Values clarification

has methods and materials that were specifically designed for use
within the school setting and for any school population.

Cognitive

behavior modification is a clinical technique that would necessitate
adaptation for use in a school setting, as its previous use has been
clinical, and not in a school environment.
a normal school population.

This study will focus on

Both approaches should enhance self-concept

and positively affect education achievement.
Values Clarification.

Values education is a term that encompasses

a broad spectrum of values and valuing.

Values clarification is a

technique within the broad framework of valuing.

Raths et al., (1966)

have said that the teaching of values to -children is the responsibility
of the school.

Values clarification provides a resource for doing so.

According to Raths et al. (1966):
One purpose of Values Clarification is to raise questions in the
mind of the person, to prod him gently to examine his life, his
actions, and his ideas, with the expectation that he will want to
use this prodding as an opportunity to clarify his understandings,
purposes, feelings, aspirations, attitudes, beliefs, and so on.
These sometimes indicate a value or a potential value and t.hus we
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refer to them as values indicators. Also in this category are
expressions of a person•s feelings, beliefs, convictions,
worries, and opinions. {p. 15)
Values clarification is a method that provides teachers and group
leaders with the methods, materials and techniques for enhancing selfconcept and positive decision making through the school curriculum.
The goal of values clarification is to use curriculum materials
stressing strategies (Appendix A) designed to help the individual
learn positive decision making skills and, thus, increase or stimulate a more positive self-image.

According to Simon (1972):

The small amount of empirical research that has been done on
the values-clarification approach, and the large amount of practical experience with this approach by thousands of teachers,
indicate that students who have been exposed to this approach
have become less apathetic, less flighty, less conforming as
well as less over-dissenting. (p. 20)
Simon (1972) goes on to say that students feel more positive, more
energetic, more critical in thinking.

Under achievers were found to

have better success in school because of values clarification (Simon,
1972).
Values have to do with the rationalization of behavior, its just- ·
ification and its explanation (Rescher, 1972).

Clarifying values gives

individuals the challenging opportunity to know who and what they are.
Simon (1972) states:
In these troubled, confused but also exciting times, we need
people who know who they are, who know what they want out of
life and who can name their names when controversy rages.
People who are not so vulnerable to a demagogue, or to blandness,
or to safety. Values are the basis upon which people decide
what they are for and against, or where they are going and why.
In other words, they give direction to life. But with the many
divergent values viable today it is oftentimes difficult to know
where you stand. (p. 4)
Through the use of classroom instruction, discussion and the use of
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values strategies, self-concept can be made more positive and

class-

room success should result (Purkey, 1978; Simonet al ., 1972).

It is

possible that this technique can be used to improve reading skills and
also enhance attitudes.
Cognitive Behavior Modification.

Another technique that might

readily be used by the school is that of cognitive behavior modification.

This is a process that involves a distinct set of skills

through a cognitive process which may be used for improvement of
self~concept.

Self-concept can be regarded as a cognitive function,

as is reading.

This is not to say that the affective domain is not

an integral part of self-concept; however, self-concept can be
approached from a cognitive base.

Meichenbaum (1978) has been

attempting to bridge the gap between the clinical concerns of cognitive-semantic therapists and the technology of behavior therapy.
Cognitive behavior modification (Meichenbaum, 1978) deals with
self-statements or inner thoughts.

Sokolov (1972) defines "inner

speech" as usually signifying soundless, mental speech, that arises
at the instant we think about something or plan or solve problems in
our mind, recall books
writing silently.

read or conversation heard, or reading and

When this happens, we think and remember with the

aid of words which we articulate to ourselves.

Sokolov goes on to

say, ''Inner speech is nothing but speech to oneself, or concealed
verbalization, which is instrumental in the logical processing of
sensory data, in their realization and comprehension within a definite
system of concepts and judgments" (1972, p. 1).

Ele~ents

of inner

speech can be found in all conscious perceptions, actions and emotional experiences.

In these, they manifest themselves as verbal
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sets, instructions to oneself, or as verbal interpretations of sensations and perceptions.

Because of all this, inner speech can be

considered as a rather important and universal mechanism in human
consciousness and psychic activity (Sokolov, 1972).
Examining self-statements and attempting to understand behavior
in realistic terms by listening to what is said in inner speech is
the process in cognitive behavior modification (Meichenbaum, 1978).
This can be accomplished by taping (video or audio), role playing,
or just by verbally expressing thoughts.

Difficulties with reading

may become manifest when the reader examines inner thoughts or selfstatements and evaluates their significance in terms of behavior.
Negative self-statements might result in a lack of success in reading.
Both counseling models, when implemented, should enable students
to enhance their self-concept and thus provide an impetus for better
reading skills.

Positive motivation for reading may be positively

related to positive self-concept.
Measurement of Reading Achievement and Attitudes toward SchoolRelated Concepts
The assumption has been made in this study that there is a direct
relationship between self-concept and success in reading.

It has

also been assumed that values clarification techniques and cognitive
behavior modification skills will improve the individual•s selfconcept and then cause improvement in reading skills.

All of these

assumptions must be measured.
The cognitive skill of reading can be measured.

Many tests have

been devised to measure entering reading skills as compared to post-
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tests designed to exhibit increases in reading competencies after
specified instruction has been administered.

There are more reading

tests developed than any other type of achievement test.

They are

also used more widely in guidance and clinical examinations than
ot~er

achievement tests (Cronbach, 1960).

reading, according to

Cronbac~,

It is essential in testing

to define what is needed in searching

for a reading test because of the various complexities of looking at
the content and how it varies from reading test to reading test.

The

test used in this study was chosen by the school district from which
the sample population was chosen.

The test, The Nelson Reading Test,

has two forms that can easily be used for pretest-posttest assessment.
It also provides a raw score and grade equivalent score for easy comparisons.
The affective domain is difficult to measure.

Many factors such

as the weather, personal problems and other external situations can
be limiting in observing results.

As Cronbach (1960) says,

11

it has

been the great dream of personality measurement to invent procedures
which would give quantitative results, would directly represent
behavior rather than biased impressions, and would permit direct comparison of individuals in the same situation 11 (p. 540).

Nevertheless,

this study will attempt to use a semantic differential technique to
investigate quantitative results for significance in measuring two
counseling models.
affective.

Self-concept and self-esteem deal with the

The cognitive reading tests may reflect changes in pretest

and posttest scores as self-concept becomes either more positive or
more negative.

The semantic differential uses polarized adjectives

designed to elicit feeling responses with the assumption that pretest
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scores will not be as positive as posttest scores after treatment
has been administered.
Significance of the Study
This study is intended to measure the influence of values clarification instruction and cognitive behavior modification techniques
on reading achievement and self-concept.

It is hypothesized that the

implementation of either of these will cause significant improvement
on reading achievement scores and attitudes enhancing self-concept.
Learning to work within the group setting, by interacting with peers,
and investigating the decision making process would be the goal for
helping the individual student perform better in

school because of

positive feelings about his or her group status.

Hawley et al. (1973)

stresses this when he says:
Research has shown that classroom groups with diffuse and informal
patterns of friendship and influence have more positive attitudes
toward learning than do groups that are more formal and rigidly
structured. More students in the informal groups think of themselves as having high group status than in the formal group.
Students who perceive themselves to have high group status tend
to have higher self-esteem and a more positive attitude toward
school than students who do not have a high regard for their
group status. (p. 78)
According to Purkey (1978), classroom success is directly related to
how individuals regard who they are and whether they feel positively
toward participation in group interaction.

Self-concept is perceived

as being the positive feelings each individual has about who he or she is.
Values clarification researchers (Raths, 1966; Taffee, 1976;
Kirschenbaum, 1977) indicate that more research needs to be done.
Values clarification is a cognitive decision making approach where
students learn to investigate, for themselves, making choices that
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they feel good about.

The effectiveness of this technique should not

be taken for granted, but should be reviewed and evaluated on a continuing basis.

According to Purkey (1970, 1978) success in school

has a definite correlation with a student 1 s self-concept.

If values

clarification works, then students who have previously exhibited
negative behavior such as poor attendance and poor grades, should
exhibit more positive or successful behaviors.

Students who have

been involved in values clarification or cognitive behavior modification, as compared with students who receive neither of these two
treatments, should show improvement of test scores on the posttest
of a standardized reading test.
Limitations of the Study
The following l imiations were placed on this study:
1.

This study did not deal with the socio-economic factor be-

cause the selection of the sample limited the randomization, and the
sample population might be biased.

This factor is beyond the scope

of this study.
2.

The study did not have randomization in the sample selection.

A course in values clarification is required for graduation for al 1
tenth grade students.

Therefore, only tenth grade students from Turlock

High School were available to take part in the study and randomization
would have I imited the sample size significantly.

Because of this, the

study was conducted twice to enhance validity.

3.

Only tenth grade students were part of this study because

this group of students was mandated to participate in both reading and
values clarification programs.
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4.

The values clarification course was offered in nine week

segments, four times during the school year.

To enhance validity,

the study was replicated.
Philosophical and Theoretical Bases
Who is responsible for the morality and values of humankind?
This has been one of the primary philosophical concerns since the beginning of recorded history.

Raths et al. (1966, p. 7) states:

Many observers have noted that large numbers of persons in this
country seem to fall into the lower half of that relationshipto-society scale, toward the pole of apathy, confusion, and
irrationality. In fact, it is sometimes said that the proportion
of population at that pole is increasing. Be that as it may, few
would deny that there are far too many children in the schools
today who do not seem to learn as well as they might because they
simply are not clear about what their lives are for, what it is
work working for.
Rescher (1972) says that

11

Values represent the ultimate reasons people

have for acting as they do-their basic aims, objectives, aspirations,
ideasl 11 (p. 3).

The philosophy presented is the basis for the values

clarification approach.
Values clarification provides methods and materials that can be
incorporated into the classroom.

Theoretically, using these methods

and materials should help people learn to make positive life decisions
within the framP.work of the school so that they might enhance their
self-concept by having more positive values.
enhanced by this process.

Reading skills should be

The process behind the philosophical base

for valuing is:
1.

Encourage children to make choices, and to make them freely.

2.

Help them discover and examine available alternatives when

faced with choices.
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3.

Help children weigh alternatives thoughtfully, reflecting

on the consequences of each.
4.

Encourage children to consider what it is that they prize

and cherish.
5.

Give them opportunities to make public affirmations of their

choices.
6.

Encourage them to act, behave, live in accordance with their

choices.
7.

Help them to examine repeated behaviors or patterns in their

life (Kirschenbaum, 1977; Raths et al., 1966, p. 38).
Meichenbaum (1978) has a theoretical base that integrates behavior modification with a cognitive semantic approach.
student of psychotherapy is faced with a conundrum.

He says,

11

The

Many therapists,

espousing a wide variety of theories and techniques, cl aim to be
therapeutically effective

11

(p. 215).

Sometimes these claims can be

empirically supported; but most changes can come about from non-professional contacts on a day-to-day basis as a natural part of life.
The · conundrum · is trying to understand what effects change and understanding all the complex mechanisms of change that cause behavioral
change.

What are the commonalities that create the climate and atmos-

phere in which change occur?

Self-esteem and self-concept are strongly

suggested by what we say to ourselves in our inner thoughts.

It is

possible to examine and change values and self-concept from negative
to positive when the individual is aware of the need for change.
Meichenbaum suggests a practical approach that involves the use of
relaxation, imagery, and modeling where the client learns to verbalize
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the negative self-statements and practices them aloud until they
become positive.
The setting of the school provides direct contact with students
for school psychologists and counselors during the school day.

The

nature of this time and contact distribution .does not lend itself to an
atmosphere where therapy can take place.

School personnel lack both

the time and the space to provide long term counseling contacts and
spend most of their time dealing with crises as they arise or other
adjunct duties; i.e., scheduling, testing, vocational information.
This in vivo environment provides a different setting for research as
it is a 11 real life 11 setting, not one that is specifically set up for
research purposes.

Cognitive behavior modification techniques appear

to provide the opportunity for an effective method of working with
students without involving a long commitment of time.

It could pro-

vide a framework for students to be trained to work with their own
problems, to work them out themselves, and to do so within the school
setting.
Definition of Terms
Certain terms are used in this study that must be defined.

They

are as fo 11 ows:
1.

Cognitive behavior modification:

This is an integrative

approach to behavior therapy that is combined with the clinical concerns of cognitive-semantic theorists (Meichenbaum, 1978, p. 11).
2.

Counseling Model:

This is the assumption that counseling will

be used as a technique to improve achievement; i.e., values clarification, cognitive behavior modification.

15
Summary
This study will examine the relationship between self-concept
and success in reading.
task.

Three groups will be used to accomplish this

Group I will be designated as a control group and will receive

instruction in reading but no treatment; Group I I is a values clarification group that will receive instruction in reading and in
values clarification skills; and Group I I I is a cognitive behavior
modififcation group that will receive instruction in reading and in
cognitive behavior modification skills.

Each group will be given

pretests and posttests in both reading and self-concept.
tions wil 1 be addressed in this study:

(1)

Two ques-

Are there significant

gains in self-concept and reading in both groups; (2)

Wil 1 one coun-

seling model treatment group improve significantly more than the other?
The study will also investigate whether there are significant
differences between the results of a cognitive based test of reading
as affected by self-concept and

an affective test of self-concept

as measured by a semantic differential.

To enhance validity, the study

will be replicated once.
This study will also investigate whether students who receive
training in values clarification will score higher on posttests of
a standardized reading test and the semantic differential than students who do not receive this training.

Students who receive training

in cognitive behavior modification should also score higher on the
same posttests.

The premise is that students who view themselves

positively will perform better in school.
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3.
mind.

Imagery:

The client visualizes scenes, pictures in one•s

Neichenbaum (1978,

4.

Modeling:

p. 121).

This is learning from the example of other•s be-

havior (Meichenbaum, 1978, pp. 125-133).
5.

Self-Concept:
... consists of a person•s conception of what he is. It is
derived from perceptions of what one is, what others say
we are, and what one would like to be. The self-concept
consists of feelings about self, ideas about self, and attidudes toward the self (Hopke, 1968, p. 325).

6.

Self-Esteem:

According to vJebster, this is the belief in

oneself; self-respect.
7.

S~Tf~St~teme~t:

· s~lf-~tatements

are a person•s inner

thoughts, usually not verbalized, what a person says to himself
(Mei chenbaum, 1978; Glass et a1., 1976).
8.

Semantic Differential:

This is a method of objectively

measuring the semantic properties of words and concepts using polar
adjectives (Isaac & Michael, 1978).
9.

Values Clarification:

A process by which values are clar-

ified, learning to cognitively understand them.
used to do so:

(a)

Choosing freely; (b)

Seven criteria are

Choosing from educated

alternatives; (c)

Choosing after thoughtful consideration of the

consequences; (d)

Prizing and cherishing; (e)

upon choices; and, (g)

Affirming; (f)

Acting

Repeating the behavior (Raths et al., 1966,

pp. 28-29).
10.

Values Clarification Strategies:

These are exercises and

activities that help students/clients learn to clarify values (Raths
et al., 1966; Simonet al., 1972).
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Cognitive behavior modification and values clarification will be
examined in this study to investigate whether one counseling model
will prove to be more significant than another counseling model.

Cog-

nitive behavior modification, a modified clinical approach, will be
compared with values clarification, an approach designed for use within the school environment.

The population for investigation will be

a normal school setting as opposed to a population with identified
problems.
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Chapter II
Review of the Literature
Introduction
The process of learning and its many intricacies has been a
concern of educators since the earliest times.

Purkey (1970)

suggests that the cave man, while huddled around a fire, dealt with
issues concerning thoughts, desires, and feelings, how they felt
about themselves.

In relating this to modern times, he says:

Gradually, it is becoming clear that many of the difficulties
which people experience in most areas of life are closely connected with the ways they see themselves and the world in which
they live. Students• failures in basic subjects, as well as
the misdirected motivation and lack of commitment characteristic
of the underachiever, the dropout, and the socially disabled,
are in large measure the consequence of faulty perceptions of
themselves and the world. (p. 2)
A review of the literature will attempt to show the relationship of
self-concept and self-esteem on the cognitive skills of reading.

It

will investigate literature concerning cognitive behavior modification and its effect on self-esteem and self-concept, and the
improvement of reading skills.

Values clarification will be examined

for its applicability in raising self-esteem or self-concept and the
resultant effect on reading achievement.
An ERIC search was conducted through the use of the University
of California at Davis Library system.

The items requested were:

Self-esteem, Values Education, Values Clarification, Cognitive
Behavior Modification, Reading Skills, Reading Achievement, and
Reading Improvement.

These were all cross matched for further
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reference.

A search of the literature was also conducted using the

libraries of both California State College, Stanislaus and the
University of the Pacific.
There appears to be a considerable amount of literature available in the area of reading and self-concept.

There is also a

great deal of literature concerning values clarification; although
as Simon (1972) says, little of the research in this area has
empirical evidence (p. 20).

Cognitive behavior modification,

however, is a relatively new field developed from the work of the
cognitive-semantic therapists (Meichenbaum, 1978), and appears to
have less research available.
Reading and Self-Concept
Schools are institutions where children should not only learn
basic skills, but should also learn to feel positively about themselves.

11

Knowledge and the ability to think are required to

achieve worthwhileness.

If a child goes to school and fails to

gain knowledge, to learn to think and to learn to solve problems,
it is unlikely that his family or his environment will correct this
failure 11 (Glasser, 1969, p. 13).
good about personal identity.

A child needs knowledge to feel

Conversely, knowledge and its

acquisition is directly affected by positive
1970).

s~lf-concept

(Purkey,

The overwhelming body of contemporary research consistently

points to the relationship between self-concept and academic
achievement (Purkey, 1970; Whaley et al., 1979).
There are some researchers who do not feel that self-concept is
as important to cognitive skills.

Brookover (1967), in a project

/
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for the U.S. Office of Education in the area of academic achievement
as effected by self-concept, Schwarz (1967) in his dissertation
on learning and self-esteem in elementary children, and Peters
(1968) in his dissertation on under and over achievers as affected
by self-concept found that the relationship between academic
achievement and self-concept may be subject to doubt.

They do not

refute the contention that self-concept has a great effect on
academic achievement, but they are not convinced that the research
is adequate and thorough enough to prove beyond the shadow of a
doubt that self-concept is the basic prerequisite for learning.
Laws require that all children must receive some type of
educational experience beginning, formally, by the age of six.

One

of the basic skills emphasized in school is that of reading.
Glasser (1969) places reading above all of the other academic areas
of importance.

Faulty perceptions of the self, according to Purkey

(1970) account for students' failure in basic

subjects~
• · , f ' # I, '

#I'

''

'~ J' '

f •

Misdirected
.

motivation, lack of commitment and poor social adaption skills are
characteristic of the underachiever, the dropout, and the socially
disabled.

Ringness (1969), Taylor (1964), and Brookover (1969)

have all done pertinent research in this area showing that successful students are those who feel good about themselves and have an
optimistic view about their future.
The question is, why a child of low, average, or above average
ability, with no identified learning problems would find it difficult to learn to read.

These children have been bombarded by the

media, pre-schools, and schools with pre-reading and reading
experiences, and, for some reason, have not been able to achieve
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mastery of this cognitive skill.

Acquisition of reading skills has

somehow been impeded, and children have lacked success in this area.
Schubert (1978, p. 157) summarized some of the research on
self-concept by stating:
... studies show a persistently significant relationship between
the quality of a student•s self-concept and his/her reading
achievement.
Whaley et al. (1979, p. 242) report a documented correlation between
reading achievement level and self-concept ranging from .2 to .4.
Athey & Holmes (1969), Cole (1974), Ketchan (1966), and Prendergast

& Binder (1975) also have done extensive work in showing that there
is a significance and positive correlation for students between
self-concept and reading achievement.
From her work as a private reading consultant, Pryor (1975) has
concluded that how children feel about who they are is the major
factor in how successful children are in anything that they do.

She

also concludes that a poor reader•s self-concept must be enhanced
Zimmerman &Allebrand

before the child can improve in academics.

(1965) also have provided research that indicates poor readers often
are found to be lacking in self-concept.

These students fail

because it is threatening to an already damaged self-concept to
succeed.

Sanacore (1975) and Bond &Tinker (1967) report evidence

from their experience working with children who choose to fail in
reading because they have low self-concepts.
Whaley et al. (1979), Purkey (1970, 1978), Glasser (1969),
Richard & Richard (1975) all have indicated that what teachers do
and how they do it is a prime factor in enabling students to
achieve a more positive self-concept.

The teacher serves as the
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facilitator in helping students gain better insights into their
potential and ability.

There are many techniques that classroom

teachers and counselors might make use of in enhancing the reading
skills through improving self-concept; although it may be that the
educational model will be superior to the counseling model and that
improving reading may raise self-concept (Glasser, 1969).

The two

techniques that are examined in this study were values clarification and cognitive behavior modification where cognitive behavior
modification is a counseling model and values clarification is an
educational model.
Values Clarification
Louis E. Raths, while still a young college professor, in the
1940's, focused his research on valuing processes in children.

He

was not interested in the values themselves, but the process by
which children learned to make decisions as to what to value (Gray,
1975).

His work was influenced by John Dewey's writing and thinking,

in particular Dewey's Theory of Valuation (1939).

In the late

1950's, the years of Raths' thinking and writing culminated in the
theory of 11 Values

Clarification.~~

Simon, Howe, Harmin, Kirschenbaum

and Rokeach, all students of Raths, worked together to strengthen
and develop this theory and its specific applications to the
decision making process and the resultant effect on the valuing
process.
Simon (1958) described five of Raths' original criteria for
the valuing process in his doctoral dissertation:
1.

The value expression (a verbal statement, an action, an
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inclination) involved must be prized, cherished, held dear, thought
highly of.
2.

In order to be a value it must be freely chosen from among

alternatives after due reflection and consideration.
3.

In order to be a value it must be affirmed.

back to a person, he will not deny it.

If it is said

He stands up for it and

defends it.

4.

In order to be a value it must be repeated, it must form a

pattern and not be an isolated example.
5.

In order to be a value it must have entered into one's life

experience.

One must have taken some action on, must have done

something about it.

(pp. 26-27)

Raths et al. (1966) later refined these five into seven as
follows :

(1)

natives; (3)

Choosing freely; (2)

Choosing after thoughtful consideration of the

consequences of each alternative; (4)
(5)

Choosing from among alter-

Affirming; (6)

Prizing and cherishing;

Acting upon choices; and, (7)

Repeating the

action (pp. 28-29).
In 1966, Raths et al. indicated in their initial work that
there was a great need for further research in the area of values
clarification.

At that time, they published all previous research

and major studies in the area of valuing in education.

As Simon

(1972) has indicated, there is little of the major studies that
have produced empirical results; practical experience by professionals in education has accounted for available information
concerning the results of values clarification techniques.
Kirschenbaum (1975, 1976, 1977) has continued to substantiate and
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refine the values clarification processes.

His research has been

in the area of effect on self-concept through the use of valuing
strategies (Simonet al., 1972).

Kirschenbaum has also trained

educators in all of the methods, materials and skills of humanistic
education through the resources and services of his National Humanistic Center, Saratoga, New York.
Values clarification is a skill that provides a process for
decision making.

Kirschenbaum (1977) said,

11

If a person skillfully

and consistently uses the valuing process, this increases the likelihood that the confusion, conflict, etc., will turn into decisions
and living that are personally satisfying and socially constructive
(p. 401).

11

He goes on to list nine reasons for the use of values

clarification:
1.

Practical strategies- activities to fit any curriculum.

2.

Consistent with democratic, pluralistic society- get

people to think for themselves.
3.

Easy to get started - easy to train, short training period.

4.

No loss of subject matter- focuses on cognitive level.

5.

Variety of issues can be covered.

6.

Not dangerous - does not necessitate getting into contro-

versial issues.
7.

Research support- thirty-six studies have been done to

substantiate.
8.

Value clarification can be used with all ability levels.

9.

Values clarification can be combined with other approaches

and with all subject matter.

(p. 401)
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In 1975, Gray reviewed all of the research on values clarification.

In the twelve dissertations that he examined, the majority

were found to show significant results that values clarification
was found to be effective in enhancing positive self-concept.

Those

researchers who worked with self-concept and found a positive
correlation using values clarification techniques were Brown (1973),
Covault (1973),

Jones (1960), Lang (1962), Osman (1971), Raths

(1960), and Wilogren (1973).
A review of all of the related research in the field of values
clarification between the years of 1966 to 1976 was done by Taffee
(1976).

He evaluated the changes and projections for the future.

This was done by enlisting the help of such experts as Kirschenbaum,
Simon, Raths, Harmin and Rokeach, and each of them was asked, individually, to evaluate all of the research that they knew of during the
ten year time span.
1.

Taffee•s findings were as follows:

Since 1966, values clarification has become an increasingly

practical and usable tool.
2.

Since 1966, there has been an increasingly more explicit

role for effect in values clarification.
3.

Since 1966, the number of questions and concerns relative

to values clarification has greatly increased.
4.

Values clarification will become increasingly integrated

with other disciplines and approaches during the next decade.
5.

Values clarification will remain a popular approach to

values education during the next decade.
6.

The leadership in values clarification will become more

diversified during the next ten years as generalists in the approach
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are joined by specialists in the approach as applied to specific
areas.
7.

Ideally, values clarification can have a great impact on

American education and society, and these ideals are an important
part of human experience in terms of future planning (Taffee, 1976,

p. 5582).
Values clarification through the use of values strategies
(Simonet al., 1972) presents a method designed to help the individual feel positively about decisions that they make concerning
their friends, family, school, and cognitive skills such as reading.
Kirschenbaum (1972) talks about the confusions of today•s world and
how making wise choices for life decisions is frustrating and
complex.

Children need to have opportunities to learn positive

decision making skills so that they will feel good about who they
are and their self-concept will be secure enough so that they will
not have to doubt who they are.

Value strategies present oppor-

tunities for the individual to learn chdosing;

~rizing ..and

acting.

They force the individual to prioritize values and to affirm their
decision making (Simonet al., 1972). (See Appendix A.)

The goal is

to involve students in practical experiences, making them aware of
their own feelings, ideas, and beliefs, so that the choices and
decisions they make are conscious and deliberate, based on their
own value systems (Simon, 1972).
An investigation of the relationship between gain in clarifying
personal values in low versus high self-esteem individuals was
researched by Ohlde et al. (1976).

It was found that values

clarification is a valid process in clarifying values for both the
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high and low self-esteem individuals.

People who are able to

clarify their values become high self-esteem individuals because
they are able to publicly affirm who and what they are.
(1972) says,

11

As Rescher

Values represent the ultimate reasons people have for

acting as they do - their basic aims, objectives, aspirations,
ide a l s 11

(

p. 3) .

Learning to clarify values can be an integral part of any
curriculum.

Several pamphlets are available from the National

Humanistic Center on specific curriculum materials:

Teaching

English with a Focus on Values (Kirschenbaum, 1971); Teaching
History with a Focus on Values (Harmin et al., 1970); Teaching
Afro-American History with a Focus on Values (Carnes, 1976);
Teaching Science with a Focus on Values (Harmin et al., 1970);
The Search for Values with a Focus on Math (Harmin et al., 1970).
Kinsler et al. (1977) suggest in their findings that:
Values clarifying should not become another part of the planned
curriculum. Rather it is woven into the curriculum when the
content is appropriate for personal interaction amongst the
group.

Teachers should not feel that curriculum time is lost.

On the contrary, attitudes toward subject matter become more
positive when children sense the relevancy of what they are
learning . (p. 174)
Kinsler et al. (1977) felt that the real proof of their contentions
came from the child who, after participating in values clarification
strategies within the curriculum, a child who had suffered reading
difficulties, said,

11

I feel happy when I come to reading

11

(p. 178).

Not every child will respond positively to the techniques of
values clarification, but hopefully contact with the strategies
that force the individual to examine choices and challenge decision
making techniques will at least cause more awareness of potential
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and ability.

The individual is given the opportunity to examine

values and feel good about choosing, acting and prizing them.
Leming (1979) indicates that the teaching of values is widespread,
but that the studies have not indicated that there is any curricular
effectiveness of the values clarification approach.

He maintains

that there should be more research to validate the concept of
values clarification.

However, by applying values clarification

techniques and skills to helping students achieve better selfconcept, helping them feel more positively about who and what they
are, academic achievement, particularly in the area of reading,
should show improvement.
Cognitive Behavior Modification
The roots of cognitive behavior modification can be traced to
any of the theories that state that learning, psycho-therapies, and
personality are cognitively based.

There seems to be great contro-

versy between the traditional behavior theorists who follow the
teachings of Watson, Thorndike and Skinner and the cognitive behavior
people beginning with Ellis, Wolpe, Mahoney, and Meichenbaum.

The

difficulty is that those who support the Skinnerian approach suggest
that behavior is modified and changed with intrinsic and extrinsic
rewards and stimuli.

Skinner argues that 11 We understand a piece

of behavior only when we have learned how to predict and control
that behavior 11 (Hilgard & Bower, 1975, p. 207).
11

•••

Skinner also

rejects mentalistic or 'cognitive' explanations of behavior, or

explanations attributing behavior causation to 'inner psychic' forces
of any kind'' (Hilgard &Bower, 1975, p. 206).

Cognitive behavior
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modification, on the other hand, is based on the belief that behavior is controlled through the cognitive processes and can be
modified for change and adaption, not by external stimuli, but by
thinking through the behavior or action (Mahoney, 1974).
Although cognitive behavior modification, i.e. Rational
Emotive Therapy (Ellis, 1957), has been developed for use as a
psychotherapy, it appears to offer some characteristics and skills
that might be applicable to educational settings such as elementary
and secondary schools.

School psychologists are pressed for tine to

work on an individual basis with students.

The same situation

arises with the school counselor who also works with scheduling,
attendance, educational and vocational information, and has little
time to spend with personal counseling for significant periods of
time.

Cognitive behavior modification appears to provide a skill

that can be taught to

11

Subprofessional therapy technicians 11 who in

turn can apply the treatment to students (Ryback, 1970; Staats,
1967).

Small group instruction with teachers as the cognitive

behavior modification agents, using counselors as the instructors
for the teachers, might bring about change in behavior or cognitive
skills within the classroom (Ryback, 1970).
Mahoney (1974) observes that cognitive behavior modification
is the •fetus• of behavioral therapies.

He says:

From birth to death only a very small percentage of a person•s
behavior is publicly observable. Our lives are predominantly
composed of private responses to private environments ranging
from monologues in the shower to senile reveries. (p. 1)
Mahoney differs significantly from the behavior theorists of the
past by implying that the cognitive approach to behavior therapy is
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not only empirically justified but ethically prescribed.
Ellis, with his Rational Emotive Therapy (1957), probably could
be considered the 11 father 11 of cognitive behavior modification since
his theory supports the individual dealing with self-statements.
Bandura et al. (1969) also pointed out that there was a real need
for behaviorists to develop cognitive skills in behavior modification, to make it a more personal approach.

Mahoney (1974)

believes that behavioral psychology and behavior modification must
become more personal than a Skinner Box.

He presents four human-

istic guidelines for future clinical research:
1.

Personal freedom,

with its associated emphasts on

responsible choice and independent coping skills;
2.

Social sensitivity, a balanced consideration of both

personal and social consequences without disproportional preoccupation with either;
3.

r~anagement

of temporal gradients, again balancing immediate

and delayed consequences in a manner which allows both spontaniety
and reasoned anticipation and;
4.

Cognitive ecology, cleaning up our private environs and

modeling a self-acceptance based on the process rather than the
outcome of our endeavors.

(p. 294)

The most outspoken proponent of cognitive behavior modification
has been Meichenbaum (1978).

Wolpe (1958) with his systematic

desentization and assertiveness training was one of the forerunners
of cognitive behavior modification.

Meichenbaum also studied Yates

(1958) and his negative practice and Bandura (1963).

All of these

theorists along with Ellis (1957) helped foster Meichenbaum•s theory
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of cognitive behavior modification.

Meichenbaum (1978) also had

the opportunity to work with Mahoney (1974) who first provided
validity for the cognitive behavior modification approach in
behavior therapy.
The approach of cognitive behavior modification:
tigates what is in a person 1 s mind; (b)

(a)

Inves-

helps ·to determine what

the person does to understand his own thoughts by the use of selfstatements; and, (c)

suggests practicing self-statements in a

positive way to learn to change or cope.
statements within their minds.

All persons make self-

For example, most of a person s
1

life is spent in a private world with private conversations, not
with others (Bandura et al., 1969).

While driving a car self-

statements are made about turning, stopping, or otherwise operating
the vehicle.

Cognitive behavior modification serves to help the

individual become cognizant of these self-statements so that
they can be verbalized and looked at in order that modification
and/or changes in behavior can be made.
The relationship between attitudinal and behavioral change may
be partly determined by the affective and social consequences of
the behavior being modified and by the method of influence used to
bring about the change (Bandura, 1969, p. 175).

The results of

Bandura 1 s work in considering the cognitive approaches using
desensitization and modeling were that .. Evidence shows treatment
approaches based on social-learning principles can be highly
efficacious in producing generalized and enduring psychological
changes 11 (Bandura, 1969, p. 173).
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The likelihood of a person•s developing commitment which
could lead to a change in focal behavior has been an integral part
of the work of Marston & Feldman (1972) in their exploration of the
cognitive set in behavior modification programs.

They found the

following in relation to the individual:
(a)

Evaluation of the relative importance of change in the

focal behavior in life and of the anticipated effort required in
instituting change.
(b)

Expectations of success, in part based on past experiences

in change efforts.
(c)

The availability of organized programs of aids.

(d)

Individual differences in the propensity to translate

resolve into action.

(p. 431)

A study by Glass et al. (1976) concerned itself with response
acquisition and cognition self-statement modification approaches
to dating and is applicable to values clarification and cognitive
behavior modification.

They found that learning how to cope with

negative self-statements appears to be a technique the individual
can practice and use in situations different from those practiced
only in their program.

The skills would be taught in the clinical

setting involving modeling, and perhaps imagery, in making positive
self-statements so that the individual could improve self-concept
and act more positively in the decision-making process.
The process of helping subject(s) learn coping mechanisms
through cognitive means (Meichenbaum, 1978) involves the desensitization of the individual.

The individual is exposed to modeling,

becomes acquainted with imagery, learns techniques of relaxation,
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and becomes aware of cognitive abilities to examine self-statements.
Problem solving techniques are not learned through the manipulation
of the individual with intrinsic and extrinsic rewards that are used
to modify behavior, but become more personalized and result in the
individual becoming aware of their own personal resources for change.
The application of cognitive behavior modification to the public
schools necessitates more research.
used extensively in therapy.

To date, this theory has been

Meichenbaum (1975, 1976, 1979) and

Mahoney (1974) both state the need for research in this new field.
One of Meichenbaum's (1976) annual newsletters specifically states
that it is intended to foster research in the area of cognitive
behavior modification.

To date, there seems to be little research

that would indicate use of cognitive behavior modification skills
and techniques in improving self-concept.

The research also pro-

vides little information about the use of this theory with reading
or other academic activities.

Kaplan (1979), McCordick (1979), and

Neunuebel (1979) have all used cognitive behavior modification to
alleviate test anxiety with positive results.

It would seem that

the same techniques might be applicable to helping students examine
negative self-statements, their inner thoughts, in an effort to
increase self-concept and to measure the effect on achievement.
Summary
The literature shows a definite relationship and high correlation between reading and self-concept.

Values clarification

also seems to have a positive effect on self-concept.

The assumption

is made that the use of values clarification techniques should have
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a positive effect on reading improvement.
The research in cognitive behavior modification is new.

The

theory, in itself, seems to have potential for use with enhancing
self-concept.

Research will be necessary to test the cause and

effect relationship of cognitive behavior modification on both
self~concept

and its ultimate effect on reading improvement.

Values clarification research is limited in presenting
empirical data.

Most of the available literature seems to be

based more on practical experience as an educational model (Simon,
1972).

Gray•s dissertation (1975) is a review of twelve disser-

tations focusing on values clarification; and it is just that, a
review of the practical aspects of using values clarification
techniques with a list of dependent variables and their significance.
Cognitive behavior modification is a counseling model, and the
research available is limited to clinical settings where it has been
employed as a therapeutic technique.

Cognitive behavior modifi-

cation has only been used with schools on a limited basis such as
with training teachers and paraprofessionals as change agents
(Ryback, 1970; Staats, 1967).
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Chapter III
Research Methodology
This chapter is divided into six sections that describe the
research procedures and the methods necessary for obtaining the
results.

The six sections are as follows:

1.

Design of the study.

2.

Selection of the sample.

3.

Description of the sample.

4.

Instruments and their characteristics.

5.

Data collection.

6.

Hypotheses and data analysis.
Design of the Study

One control and two experimental groups were used in each of
the two phases of this study.

The treatment groups consisted of:

Group I, a control group receiving no treatment; Group II, an
experimental group that received training in cognitive behavior
modification, and Group III, an experimental group that received
training in values clarification.

All groups received instruction

in reading.
All tenth grade students in a public high school in California•s
San Joaquin Valley are required to take four nine week courses during
their tenth grade year.

These include:

(1) Personal Values and

Goals, a class using values clarification skills and techniques;
(2) Career Decision Making, a career oriented class where students
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are to receive instruction, away from the normal classroom in two
small groups for fifty-five minutes once per week, in cognitive behavior modification; (3) Health Education, a course in first aid
and cardio-pulmonary resuscitation; and (4) Drivers · Education, a
course specifically designed to acquaint students with laws and
safety pertaining to driving a vehicle.

During the course of a

school year, every tenth grade student takes all four nine week
courses.

The present study used students enrolled in Health Edu-

cation and Personal Values and Goals for the experimental groups
and students in Drivers

Education for the control groups.

Students

enrolled in Career Education were not involved in this study.
Control Groups
The control group for phase I consisted of twenty-two (22)
students in the tenth grade who received reading instruction, but no
self-concept enhancement, for a nine week period of time from
September, 1980, to November, 1980.

A second control group, also

with twenty-three (23) students, was repeated from mid-November,
1980, to the end of January, 1981 .

The second control group received

instruction in first aid and cardio-pulmonary resuscitation.
The control groups received instruction in reading as did the
experimental groups, using the same reading instruction as was used
for the total school population.

The control groups had no know-

ledge of the values clarification materials or the cognitive
behavior modification skills used with the other groups.

The

reading instructors were not aware of the instruction in either
experimental group, or of their existence.

Neither the reading
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nor the Health Education instructor were aware that there was any
special program or research taking place.
Table 1
Distribution of Sophomore Mini-Courses During
the School Year 1980-81

1st Quarter

2nd Quarter

3rd Quarter

4th Quarter

Driver Education

Health Education

Career Education

Personal
Values & Goals

Health Education

Driver Education

Personal
Values & Goals

Career
Education

Career Education

Personal
Values &Goals

Driver Education

Health
Education

Personal
Values & Goals

Career Education

Health Education

Driver
Education

Experimental Groups
Two experimental treatments were employed, one using cognitive
behavior modification training, and the other using values clarification skills.

Group II, the cognitive behavior modification groups,

consisted of students taking Health Education.

Group III, the

values clarification groups, were students enrolled in Personal
Values and Goals.

Tables 2 and 3 show the distribution of students

during each of the two nine week periods of time that the study was
conducted.

Phase I was from September, 1980, to the middle of

November, 1980.

Phase II was the replication of Phase I from mid-

November, 1980 to January, 1981.

Both Phase I and Phase II were as
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similar as possible using the same instructors and materials.

Table 2
Phase I: Distribution of Treatment and Control Groups in Sophomore
Mini-Courses During the 1st Quarter, September, 1980 to MidNovember, 1981
Period 1

Period 3

Period 2

\

I

--

Control

--

Health Education

--

Cognitive
Behavior
Modification

--

Career Education

--

--

--

Personal
Values &Goals

--

--

Driver Education

I

i

· Values
Clarification

Table 3
Phase II : Distribution of Treatment and Control Groups in Sophomore
f4ini-Courses During the 2nd Quarter, t·1id-November, 1980 to January,
1981
Period 1

Period 2

Period 3

I

Driver Education

I

Health Education

Control

--

--

--

Cognitive
Behavior
Modification

-I

Career Education
Personal
Values &Goals

I

--

--

--

--

--

Values
Clarification

'

!
I
I

r--
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Table 4
Treatment Groups and Sample Sizes
Phase I and Phase II

Full Participation

*Partial
Participation

Male

Female

Male

Female

Control Group

14

8

8

4

Cognitive Behavior
Modification

12

9

13

3

6

15

8

5

32

32

29

12

Control Group

17

6

6

4

Cognitive Behavior
rvtod ifi cation

11

13

5

2

Values Clarification

17

9

6

8

Subtotals for Phase II

45

28

17

14

Sample Totals
for Both Phases

77

60

46

26

Phase I

Values Clarification
Subtotals for Phase I

Phase II

*Partial participation figures are given to indicate the total
population to be investigated.

Due to class changes, illness, or

other absences, the students in this category were not able to
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camp lete both the pretests and pos.ttests for .the groups to \vli.i.ch
they were assigned.
Values Clarification Groups.

The instructor of the values

clarification group received training in values clarification methods
and materials prior to the teaching and planning of the course:
1. Attended three sessions with Dr. Sidney Simon:

A one-week

session, an evening session, and a full one day session .
2.

Reviewed books and materials that detailed the theory and

practical applications of values clarification and values strategies.
3.

Participated in several inservice programs within the

school district dealing with the use of values clarification in the
school curriculum.
The teacher was 30 years old with a BS in home economics and
a MA in career education.

She had six years of teaching experience,

prior to teaching the values clarification course, in home economics
and career education.
The values clarification instruction consisted of daily sessions, approximately fifty minutes each day.

Activities and

materials were presented with a distinct theme each week:

Drugs in

society, drugs and the individual, peers, law, family, death and
dying, personal economics,
summary .

11

Who Am I? 11 , and recapitulation and

Values strategies, outside speakers, visual aids and

classroom discussion were the basis for each class session.

(See

Appendix A for values strategies and Appendix B for a complete
nine week lesson plan.)
Cognitive Behavior Modification Groups.

The cognitive behav-

ior modification groups met once a week for one hour.

The classes
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were divided into two groups, one group met the cognitive behavior
modification counselor on Wednesday, and the other met on Thursday.
An interning counselor from California State College, Stanislaus,
who was also on the high school staff of the high school population
being investigated, a mathematics teacher, had six years of teaching experience.

He also had a BS in mathematics and an MA in school

administration prior to working on his counseling credential where he
performed field work in the area of cognitive behavior modification.
He read and discussed the work of Donald Meichenbaum and the rationale for the cognitive semantic therapists prior to working with
the cognitive behavior modification groups.

Nine one hour segments

(See Appendix C) were designed with the help of the Counseling
Department and the school psychologist at Turlock High School to
use with students in helping them examine self-statements and how
they pertain to success in academic work.

Video taping and play

back along with discussion techniques were used in these group
sessions.
The Career class itself did not become involved in the cognitive behavior modification skills and techniques.

The classroom

teacher for the Career class did not receive any training nor were
the procedures and methods discussed with him.

This class was used

because of its participation in the tenth grade population and nine
week course structure.

The class was involved only in the reading

program.
The Reading Component.
High School implemented the

In the 1979-1980 school year, Turlock
11

Restructured Reading

Program.~~

Although all students in the school have the opportunity to
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participate in the reading program, tenth grade students were the
focus of this study as they are also mandated to participate in
the four required tenth grade courses.

A description of the reading

program is as follows:
This comprehensive program includes small group-directed reading
instruction in the classroom, the Reinforcement Center (lab.),
and the Application Center (library). All students in the
program participate in the three areas on a rotational basis.
Every student in the program spends three days in each area
over a period of two weeks.
The rotational program is designed to meet the needs of students
reading at levels from 1.5 to twelfth grade. The English
Second Language students receive reading instruction in a
self-contained classroom to gain the minimal skills needed
to participate at the program entry level.
Power reading has been added for students who read at the levels
of ninth grade and above. This technique included speed
reading with comprehension and study skills. (Turlock High
School Accreditation Report, 1982)
The study was conducted twice to increase experimental validity.
The procedures were as identical as possible to improve the definition of the study.

The period of time encompassed by the study

was the eighteen week span from September, 1980, to January, 1981.
As with the Control Groups, the Experimental Groups met for nine
weeks from September, 1980, to mid-November, 1980, and from midNovember, 1980, to the end of January, 1981.
Selection of the Sample
In the Spring, 1978, Turlock High School and Stanislaus County
Mental Health applied for a grant through the State of California
for $25,000, to be used in the prevention of drug use.

The major

contention of the grant proposal was that through the use of values
clarification skills and techniques, self-concept would be enhanced
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and cause students to decrease participation in the use of drugs
and alcohol.

The grant was awarded for one year and renewed for

two more years, for a total of $75,000.
Proposed in the grant was a course to be mandated for all tenth
grade students at Turlock High School fn values clarification.

The

course was to be taught for four nine week sessions during the school
year and the teacher involved was to receive special training in the
values clarification process.
The sample population for this study was the one used as the
grant population.

The division of the tenth grade students into

four nine week courses, one of which was specifically in the area
of values clarification, provided an opportunity to have four groups
each nine weeks that could easily be utilized for experimental
purposes.

The presumption of the grant was that students who

enhanced their self-concept through values clarification would feel
better about themselves and would not participate in negative behaviors such as the misuse of drugs and alcohol.
In this study, it was hypothesized that self-concept enhancement
would change attitude and affect academic skills and their acquisition.
Students who feel better about themsel.ves should improve their
reading scores.

Using this hypothesis, Turlock High School committed

itself to the grant population, and this population was made readily
available for this study.

To investigate the success or failure of

the grant and its intent, reading was selected as an academic area
involving all of the selected population.

Pretest and posttest

results from a semantic differential assessing attitudinal change were
used and so were the results from a selected reading test (Nelson
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Reading Test), to find out if increases in self-concept result in
students performing better in reading.
The students who participated in this study were assigned in
order of birth date by computer to the four sections per day of each
of the four nine week courses (values clarification, health education, careers, drivers' education).

The first nine weeks in

values clarification were the youngest of the tenth graders; careers
had the second youngest; health had the third youngest; and drivers'
education had the oldest.

The second nine weeks, the four courses

rotated, by age, values had the second youngest students; careers
had the youngest; and health had the oldest.

The groups were

heterogenous by ability, but did not include any students with
identified learning handicaps or disabilities.
The tenth grade course requirement provided a ready sample to
be used in this research.

It had been hoped that about one-half

of the 565 tenth graders would be included in the sample.

However,

only 137 of the original 209 completed both the pretest and posttest reading and the pretest and posttest semantic differentials.
Absenteeism and class changes account for the attrition in the
size of the sample.
Description of the Community
A recent accreditation report described the Turlock community.
This report was specifically designed to provide an evaluation team
specific information concerning the community so that they could
become acquainted with the population that they were to evaluate.
The same description would be relevant to this study.

It as follows:
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l.

Population of city or community in:
1960 9,056
1970 13,992
Now 26,500

2.

Population of school service area:
1960 15,000
1970 20,000
Now 50,000

3.

Describe the area served by this school, including the
major occupations of the school patrons.
The area served by Turlock High School has been and continues to be basically agriculturally oriented. The community
has traditionally been a conservative one. The influence
of the churches, of which there are many, is still relatively strong. The establishment of California State
College, Stanislaus, in 1960 has had a liberalizing
influence upon the community and its thinking.
Major occupations: Farmers, managers, farm laborers,
operative and kindred workers, craftsmen, officials and
proprietors, sales, and professional. (Turlock High School
Accreditation Report, p. 2)

A general summary of the student population served by the community
would be as follows:
Table 5
General Summary of Student Body Enrollment
Turlock High School 1981

Grade Level

~

Boys

Girls

Total

a.

Ninth Grade

264

268

532

b.

Tenth Grade

249

253

502

c.

Eleventh Grade

276

~~15

491

d.

Twelfth Grade

272

238

510

e.

Special Programs for
Handicapped Minors

15

12

27

Note.

TOTALS
1076
986
2062
Turlock High School Attt~ditatiori R~~ort, 1981-82, p. 2
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Table 6 shows the ethnic distribution of the student body
described in Table 5.

The population is, for the most part, caucas-

ian.
Table 6
Ethnic Grouping of Student Body
Turlock High School 1981

Column

2

3

4

Black

Asian

Spanish
Surname

l

American
Indian

Total
Columns
l-4

Total

29

Percent
of Total
Note.

l

1.4%

6

5

33

283

346

1.6%

13.7%

16.8%

Total
School
Population
2062

Ibid., p. 3
Instruments and Their Characteristics
Two instruments were used in this study.

The Nelson Reading

Test was used to measure reading improvement, and the semantic differential was used as the instrument to assess attitudes toward
school and related concepts.
The Nelson Reading Test
The Nelson Reading Test is a standardized test of reading produced by Houghton Mifflin Company that tests vocabulary, paragraphs,
and comprehension.

The test is for use with grades three through

nine, and provides a raw score in vocabulary and in paragraph with
a total test score.

The raw scores are converted to grade
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equivalents.

Form A was used for the pretest and Form B was used

for the posttest.

All three groups, one control and two experi-

mental, were administered the pre and post tests.
The following information deals with the reliability of the
Nelson Reading Test:
Since the test items were known to increase consistently in
difficulty, it was decided to use the alternate forms method
to derive a reliability coefficient. Both Form A and Form B
were administered to the same students in each of grades three
through nine. It is generally recognized that this method of
determining reliability produces a conservative estimate.
(Nelson, p. 20)
Table 7 presents the reliability coefficients for the alternate forms
of the Nelson Reading Test.
Table 7
Reliability Coefficients for
Alternate Forms

Grade

Vocab.

Para.

Total

N

3
4
5
6
7
8
9

.89
.86
.85
.87
.84
.85
.86

.88
. 81
.85
.85
.83
.88
.87

.93
.90
. 91
.93
.88
.90
.92

84
101

Note.

77

81
105
96
78

Examiner•s Manua 1,, The Nelson Reading Test, p. 20.
To gain evidence of congruent validity, the Nelson Reading Test

was administered along with the Iowa Tests of Basic Skills, NelsonDenny Reading, and the Henmon-Nelsor. Tests of Mental Ability.
correlations were as follows:

The
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Table 8
Correlations with Subtests of Iowa Tests
of Basic Skills

ITBS

Grade

Nelson
Sub test

Vocabulary

4

Vocabulary
Paragraph

. 70

Vocabulary
Paragraph

.73

Vocabulary
Paragraph

.88

6

8

Paragraph

Number

.62

77
77

.76

99
99

.69

83
83

Ibid., p. 20
Table 9
Correlations Between Nelson Reading and
Nelson-Denny Reading for 247 Ninth Graders

Nelson Reading

Nelson-Denny Reading
Vocabulary

Vocabulary
Paragraph
Total
Ibid., p. 20

Paragraph

Total

.82
.76
.84
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Table 10
Correlations Between Henmon-Nelson and
Nelson Reading Subtests and Total Scores

Grade
3
4
5
6
7
8
9

Vocab.
r
. 76
.76
. 71
.66
. 71
.75
.68

Form A
Para .
r
.70
.70
.66
.60
.66
.69
.65

Total
r
.78
.77
.72
.66
.72
.75
.70

N.
1268
1356
1375
1304
1232
1126
883

Vocab .
r
. 75
.77
.68
.68
.74
. 70
.73

Form B
Para.
r
.70
.70
.64
. 58
.68
.67
.66

Total
r
. 77
.77
. 69
.66
.75
.72
.74

8544

N

1236
1106
1183
1100
1261
1133
929
7948

Ibid., p. 21.
The Semantic Differential
To measure self-concept, the semantic differential was used.
Isaac and Michael define the semantic differential as follows:
The semantic differential is a method for measuring the meaning
of concepts. In practice, it has had two applications: (l) to
measure objectively the semantic properties of words and concepts in a tri-dimensional semantic space; and more commonly
and simply, (2) as an attitude scale, restricting its focus to
the affective domain. (p. 102, 1978)
The semantic differential uses three different types of adjectives,
evaluative, potency and activity and organizes them in polarized
pairs that are opposites in meanings.

The adjectives are arranged

at opposite ends of a seven point scale and the person being tested
is expected to rate something such as school, parent, peers, and
such, somewhere along the scale.

(See Appendix D.)

The semantic differential administered in this study included
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five concepts :

School, Parents, Friends, Myself, and Reading.

Each

concept had nine pairs of bipolar adjectives from each of the three
dimensions.

The scores were from one to seven with one being the

score assigned to the most positive adjective and seven being
assigned to the most negative position on the scale:
Good

1 ·

2

1

3

1

4

5

I

6

1

7

Bad

Each dimension was assigned a numerical value, and a total score for
the concept was computed by averaging the numerical values for the
nine pairs of adjectives in each section.

A total test score was

obtained by averaging the five subtest scores.
A reliability table for the semantic differential using the
subtests:

Friends, School, Parents, Myself, and Reading, was

obtained after entering the data into the Statistical Package for the
Social Sciences (SPSS).

Table 11 presents the reliability table.
Table 11

Test-Retest Reliability Coefficients
For the Semantic Differential
Subtests : School, Parents, Friends , Myself , and Reading

Sample Size

Re 1i ab il i ty
Coefficient

Probabi 1ity

School

45

.62

.001

Parents

45

.57

. 001

Friends

45

.58

.001

r~yse 1f

45

. 31

.001

Reading

45

.73

. 001

Total

45

.60

. 00.

Concept

Note.

SPSS April 26, 1982, University of the Pacific
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Data Collection
On the first day of each nine week session, the pretest of the
Nelson Reading Test was admini.stered.

The posttest was administered

on the last day of the nine week session.

The pretest for the seman-

tic differential was given on the second day of each nine week
session, and the posttest was given the second to the last day of
each nine week session.
The test administrator, in all cases, was the same individual
and was one who had nothing to do with the teaching of, or the curriculum being used.

The instructions on all test takings were read

by the test administrator and were held as constant as possible.
Students were not given the results of the tests and neither were
the teachers in any of the groups.
Hypotheses and Data Analysis
Null Hypotheses
The following are the research hypotheses investigated in this
study:
H Tenth grade students who receive values clarification
1
training, in contrast to those who do not receive such training,
obtain equal mean gains on measures assessing:
a)

reading achievement.

b)

attitude toward 11 School 11 •

c)

attitude toward

d)

attitude toward 11 Myself 11 •

e)

attitude toward

f)

attitude toward

11

Parents 11 •

II

11

Friends'·
Reading. 11

,-------

--

--
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H2 Tenth grade students who receive cognitive behavior modification training, in contrast to those who do not receive this
training nor values clarification training, will obtain equal mean
gains on measures assessing:
a)

reading achievement.

b)

attitude toward 11 School 11 •

c)

attitude toward

d)

attitude toward 11 Myself 11 •

e)

attitude toward

11

Friends 11 •

f)

attitude toward

11

Reading 11 •

11

Parents 11 •

H3 Males and females make equal mean gains in treatment effects

in:
a)

reading achievement.

b)

attitude toward 11 School 11 •

c)

attitude toward

d)

attitude toward 11 Myself 11 •

e)

attitude toward

11

Friends 11 •

f)

attitude toward

11

Reading 11 •

11

Parents 11

Data Analysis
The results of the Nelson Reading Test were scored on Scantron
sheets and were hand converted to grade equivalents.

The semantic

differential data were analyzed by the Statistical Package for the
Social Sciences (SPSS) through the computer facilities at the
University of the Pacific.

The mean scores from the reading assess-

ment and mean scores from the self-concept instrument, both pretest
and posttest, were used for comparison.

A two-factor analysis of
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covariance was used in this study.

The independent, dependent, and

concomitant variables are as follows:
l.

Independent variables
a.

treatment variables with three levels (values clarifi-

cation, cognitive behavior modification, and control).
b.
2.

11

11

Concomitant variables (covariates)
a.

pretest scores on reading.

b.

pretest scores on self-concept, using concepts 11 School, 11

Parents, 11
3.

sex .

11

Myself, 11

11

Friends, 11 and

11

Reading. 11

Dependent variables
a.

posttest scores on reading.

b.

posttest scores on self-concept, using concepts

Parents, 11

11

Myself, 11

11

Friends, 11 and

11

11

School, 11

Reading. 11

Multiple comparison between the three group means was accomplished
using Fisher's least significant difference approach following a
significant omnibus F-test.

The level of significance was set at the

. 05 level.
Summary
This study investigated the effects of values clarification
and cognitive behavior modification on the affective domain of selfconcept and the cognitive domain of reading.

This was accomplished

by using two separate control groups and two distinct sets of experimental groups, one using cognitive behavior modification and
the other using values clarification.

Pretests and posttests using

semantic differentials and the Nelson Reading Test were administered.
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Tenth graders at Turlock High School, Turlock, California, were
used as the sample population .

Participation in a values clarifi-

cation course, as mandated by the school curriculum for tenth graders,
and participation in another treatment group using cognitive behavior
modification, and the control group, were part of the school curriculum where the study could be conducted.
graders.

All students were tenth

Instruction in reading was part of the curriculum also,

but was administered through a separate course of instruction and not
limited to just tenth graders.

Length of treatment, control and

treatment groups for pretest and posttest were constant throughout
the two phases of study.
Pretest and posttest scores for both subtests and test totals
were analyzed using a two-factor analysis of covariance.

Gender and

treatment were factors, pretests were covariates, and posttests were
criteria.
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Chapter IV
Research Findings
The purpose of this study was to examine the effects of values
clarification and cognitive behavior modification on self-concept
and reading achievement.

The intent of this chapter was to discuss

the statistical analysis of the data.

The Statistical Package for

the Social Sciences (SPSS) was employed for data analysis for the
following reasons:
It is an integrated system of computer programs designed for
the analysis of social science data. The system provides a
unified and comprehensive package that enables the user to
perform many different types of data analysis in a simple
and convenient manner. SPSS allows a great deal of flexibility
in the format of data. It provides the user with a comprehensive set of procedures for data transformation and file
manipulation, and it offers the researcher a larger number of
statistical routines commonly used in the social sciences.
(Nie et al., 1975, p. 1)
The SPSS provides the researcher with a comprehensive computer printout that specifically details the statistical results using analysis
of covariance.
One control group and two experimental groups were used in
each of two phases of study.

The Nelson Reading Test and the

semantic differential were administered as pretests and posttests
to all groups.

The total sample was comprised of approximately 210

students, 137 of whom completed all of the pretests and posttests
and participated fully in the control or experimental groups to
which they were assigned.

Phase II can be considered a replication

component of the Phase I component.

The sample for the study was
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comprised of students from Turlock Joint Union High School District.
Of the sample investigated, 77 were male and 60 were female.

The

level of significance for this study was set at the .05 level.
Control Groups
The control groups were sophomore students enrolled in a nine
week mini-course in drivers' education.

The students also received

reading instruction while enrolled in the drivers' education course,
but the readjng instructionwas not part of this specific course,
but took place through enrollment in English classes.

The course

curriculum dealt with instruction in learning the laws of the
State of California as set forth in the vehicle code and other
pertinent information regarding driving vehicles.
The control groups for both phase one and phase two were given
pretests and posttests of the semantic differential and the Nelson
Reading Test.

These students did not receive instruction in either

values clarification or cognitive behavior modification.

The course

instructor remained throughout both phases and was given no information concerning the experimental groups and showed no interest in
obtaining such information.
Experimental Groups
For each phase of the study there were two treatment groups:
one values clarification and one cognitive behavior modification.
The groups operated independently of each other.
Values Clarification.

Students enrolled in values clarification

were given nine weeks of instruction in decision making skills by a
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teacher who had been given specific training in clarifying values
through the use of speakers, discussion, audio-visual aids, and valuing strategies.

The values classes received instruction in values

clarification approximately 50 minutes a day, five days a week, for
a nine week period of time.

Phase two participated in a nine week

career education class and received instruction in choosing careers
prior to entering the values class.

The career class was not in-

volved in any testing and gave no indication that they were aware
that there was any taking place in the values class.

The instructor

for careers was also not part of the testing or instructing in
valuing.
Cognitive Behavior Modification.

Tenth grade students who par-

ticipated in the mini-course in health education during the first
semester participated in cognitive behavior modification.

A coun-

seling intern from California State College, Stanislaus, was
responsible for meeting with half of the class one day each week for
nine weeks, for approximately 50 minutes each meeting.

The other

half of the class met on a different day for the same amount of time
with the same instructor.

These students received classroom instruc-

tion in first aid and cardio-pulmonary resuscitation and they all
took part in the pretests and posttests.

The classroom instructor

did not participate in the testing or in the cognitive behavior
modification skills that were taught when the students met with the
counseling intern.
Findings Pertaining to the Hypotheses
Three research hypotheses were stated in Chapter III.

The null
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counterparts for these were tested and are stated as follows:
H1 Tenth grade students who receive values clarification
training, in contrast to those who do not receive such training, : obtain equal mean gains on measures assessing:
a)

reading achievement.

b)

attitude toward 11 School 11 •

c)

attitude toward

d)

attitude toward 11 myself 11 •

e)

attitude toward 11 friends 11 •

f)

attitude toward

11

11

parents 11 •

reading 11 •

H2 Tenth grade students who receive cognitive behavior modification training, in contrast to those who do not receive this
training, nor values clarification training, obtain equal mean gains
on measures assessing:
a)

reading achievement.

b)

attitude toward

11

School 11 •

c)

attitude toward

11

parents 11 •

d)

attitude toward 11 myse1f 11 •

e)

attitude toward 11 friends 11 •

f)

attitude toward

11

reading 11 •

H3 Males and females make equal mean gains on measures assessing:
a) reading achievement.
b)

attitude toward 11 School 11 •

c)

attitude toward

d)

attitude toward 11 myself 11 •

e)

attitude toward 11 friends 11 •

f)

attitude toward

11

11

parents 11 •

reading 11 •
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Tables 12 through 16 represent the concepts investigated
through the use of the semantic differential.

They will serve to

explain more fully that the research results do not contradict parts
11

b11 through 11 f 11 of Hypothesis 1, or parts

Hypothesis 2.

b11 through

11

f 11 of

The dependent variables named on the semantic differ-

entia 1 were the concepts:
11

11

11

Schoo 1 , 11

11

Parents, 11

11

Myse 1f, 11 1'"Fri ends, 11 and

Readi"ng. 11 The semantic differential was used as a measure of attitude, more particularly to investigate self-concept.
D.)

(See Appendix

Ni"ne pairs of polar adjectives were used in each category with

students rating feelings from 1 (positive) to 7 (negative) for each
of the paired adjectives for each of the concepts.

Each concept

was pretested and posttested to determine whether the

treatments

caused more positive results.
Some positive results were obtained for the concepts 11 School, 11
11

Friends, 11 and 11 Myself. 11

The dependent variable

11

School 11 is por-

trayed in Table 12, where a significant interaction is shown between
phase and group at the .05 level.

There is also a significant main

effect, as is shown in Table 12, with Phase II :having a more posi ...
tive mean score as compared to Phase I.

Phase II means exceeded

Phase I means for both Group II (Cognitive Behavior Modification)
and Group III (Values Clarification).
Group I (Control).

The reverse was not true for

The differences are not theoretically explainable.

The semantic differential was used as a technique to examine the influence on self-concept of the change in attitudes between pretests
and posttests.
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Table 12
Analysis of Covariance for Concept "School"
by Phase, Sex, and Group

ss

df

MS

F

Main Effects

8.074

4

2.019

3.012

0.021

Phase

3.235

3.235

4.828

0.030*

Sex

2.208

2.208

3.295

0.072

Group

1 . 219

2

0.610

0.910

0.405

2-Way Interactions

5.149

5

1. 030

1.537

0.183

Phase x Sex

0.995

0.995

1.484

0.225

Phase x Group

4.727

2

2.363

3.527

0.032*

Sex x Group

0.546

2

0.273

0.408

0.666

3-Way Interactions

1. 353

2

0.677

1. 010

0.367

Phase x Sex x Group 1. 353

2

0.677

1. 010

0.367

83.099

124

0.670

137.608

136

1 . 012

Source of Variation

Residual
Total

*p

<

.05

Table 12 shows the analysis of covariance for the concept
"School" while Figure 1 is an explication of the comparisons between
groups for Phase I and Phase II.

From Figure 1, the interaction

between Phase I and Phase II can be examined more closely.

Table 13

also takes the information presented by Table 12 and shows a comparison of adjusted posttest group means for "School " by phase, sex and
group.

The i nformation presented in Figure 1 and Table 13 clarifies

Table 12.
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I

I

I

School
Adjusted Posttest
11

11

r~eans

I
3.5 1
-

3.0

Phase I

I
I

1
I

-------------

I
I

!

2.5

I
I

Phase II
-·~-

j-

I

Cognitive
Behavior
Modification
Figure 1.

Values
Control
Clarification

Comparisons between Groups for Phase I and II,

11

School

11

Table 13

11

School

11

Grand Mean

Adjusted Posttest Group Means for
on Semantic Differential by Phase, Sex, and Group
3. 28

Variable & Category

Adjusted
N

Posttest Means

Phase
I

64

3.11

II

73

3.43

Table 14 shows an analysis of covariance for the concept
11

Parents

11

by phase, sex and group.

main effect shown for this concept.

There was no interaction or any
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Table 14

Analysis of Covariance for Concept
by Phase, Sex, and Group

11

Parents

11

ss

df

Hain Effects

2.136

4

0.534

0.756

0.556

Phase

0.555

1

0.555

0.768

0.377

Sex

0. 321

1

0. 321

0.455

0.501

Group

1. 579

2

0.790

1.117

0.330

2-Way Interactions

5.847

5

1.169

1.655

0.150

Phase x Sex

1. 505

1

1.505

2.130

0.147

Phase x Group

1.290

2

0.645

0.913

0.404

Sex x Group

3.155

2

1. 577

2.232

0.112

3-Way Interactions

0.048

2

0.024

0.034

0.966

0.048

2

0.024

0.034

0.966

87.614

124

0.707

153.105

136

1.126

Source of Variation

Phase x Sex x Group
Residual
Total

F

r~s

Table 15 indicates that there is a significant interaction
between phase and group at the .05 level.
of this interaction.

Figure 2 shows the nature

Phase II means were more positive for Group III

(Values Clarification) and Group I (Control), but not for Group II
(Cognitive Behavior Modification).

A possible reason for the inter-

action will be discussed in Chapter V.

-
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Table 15
Analysis of Covariance for Concept 11 Friends 11
by Phase, Sex, and Group

ss

df

Main Effects

0.793

3

0.264

0.480

0.697

Phase

0.491

1

0.491

0.892

0.348

Sex

0.255

1

0.255

0.464

0.498

Group

0.143

1

0.143

0.259

0.612

2-Way Interactions

5.009

3

1.670

3.034

0.034

Phase x Sex

1.845

1

1.845

3.353

0.071

Phase x Group

3.504

1

3.504

6. 368

0.014*

Sex x Group

0.003

0.003

0.006

0.941

3-Way Interactions

0.046

0.046

0.083

0. 774

0.046

0.083

0. 774

Source of Variation

Phase x Sex x Group

1

0.046

~1S

Residual

45.668

83

0.550

Total

79.263

91

0.871

*p <.

. 05

F

63

2.4 11

Fri.ends.
Adjusted Posttest
Means

Phase II

11

.. Phase I

2.0

I

l • 6 !!

Cognitive
Values
Control
Behavior
Clarification
Modification
Figure 2.

Comparisons between Groups for Phase I and II,

11

Friends 11

The analysis of covariance for the concept 11 Myself 11 on Table 16,
shows a significant interaction at the .05 level between phase and
sex.

This is pictured in Figure 3, showing that females scored more

positively in Phase I, while males had a more positive mean in Phase
II.

2.6

11

f~yself

11

2.4

Adjusted Posttest
Means
2.2

2.0

- - - - - - - - - - -- - --------II

I

Phase
Figure 3.
11
Myself 11

Comparisons between Male and Female for Phase I and II,
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Table 16
Ananys is of Covari.ance for Concept 11 Myse lf 11
by Phase, Sex, and Group

ss

df

MS

F

1.289

4

0.322

0.489

0. 744

Phase

0.011

1

0.011

0. 016

0.899

Sex

0.115

1

0.115

0.174

0.677

Group

1.263

2

0. 631

0.959

0.386

2-Way Interactions

3.615

5

0. 723

1. 098

0.365

Phase x Sex

2.842

2.842

4.315

0.040*

Phase x Group

0.926

2

0.463

0.703

0. 497

Sex x Group

0. 301

2

0.150

0.228

0.796

3-Way Interactions

0.224

2

0.112

0.170

0. 844

0.224

2

0.112

0.170

0.844

81.679

124

0.659

115.841

136

0.852

Source of Variation
~1a in

Effects

Phase x Sex x Group
Residual
Total

*p

L..

• 05
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Summary data for the results of the Nelson Reading Test as
affected by values clarification and cognitive behavior modification
are found in Tables 17 and 18.

The analysis of covariance for the

Nelson Reading Test, (Table 19), shows a significant main effect
between the treatment groups.

Table 17
Analysis of Covariance for the Nelson Reading Test Total Raw Scores
by Phase, Sex, and Group

Source of Variation

ss

df

MS

F

5960 . 981

4 1490.245

8.560

0.000

Phase

32.066

32.066

0.184

0.669

Sex

45. 151

45.151

0.259

0. 611

Main Effects

Group

5702.340

1

2 2851.170 16.377

0.000*

2-Way Interactions

832.255

5

164.651

0.946

0.454

Phase x Sex

104.792

1

104.792

0.602

0.439

Phase x Group

542.227

2

271.114

1. 557

0.215

Sex x Group

15.650

2

7.825

0.045

0.956

3-Way Interactions

460.040

2

230.020

1 . 321

0.271

Phase x Sex x Group 460 . 040

2

250 . 020

1. 321

0.271

Residual
Total

*p

<. • 05

21588.042

124 174.097

115460 . 321

136 848.973
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Tables 20 and 21 further document the results pertaining to
the Nelson Reading Test by examining the subtest "paragraph."

The

Values Clarification treatment was shown to have greater gains than
both the cognitive behavior modification

a~d

control.

A main effect

occurred between the groups, but there was no interaction showing
significance for gender or phase.
Table 18
Analysis of Covariance for the Nelson Reading Test Paragraph Raw Scores
by Phase, Sex, and Group

Source of Variation
Effects

r~ain

Phase

ss

df

2600.768

4

17.934

Sex

MS

F

650.192 8.292

0.000

17.934 0.229

0.633
0.855

2.625

1

2.625 0.033

2535.173

2

1267.587 16.167

2-Way Interactions

257.574

5

51.515 0.657

0.657

Phase x Sex

22.845

1

22.845 0.291

0.590

111.984

2

55.992 0.714

0.492

Sex x Group

49.894

2

24.947

0.318

0. 728

3-Way Interactions

75.326

2

37.663 0.480

0.620

75.326

2

37.663 0.480

0.620

Group

Phase x Group

Phase x Sex x Group
Residual
Total

*p

<

.05

9722.620

124

78.408

30523.984

136

224.441

0.000*
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Table 19
Group Means and Names of Groups
For Total Raw Scores on the Nelson Reading Test, Phase I and Phase II

N

Adjusted
Posttest
Means

Cognitive Behavior
Modification

45

95.33

8.11

Values Clarification

47

107.17

8.87

Control ·

45

91.97

7.8fi

Variable & Category

Grade Equivalent
Means

Group

Grand Means:

98.29

The results of Fisher

1

S

LSD Multiple Comparison Test are presented

in Table 19 to examine the difference between the group means.
Table 20
Fisher 1 s Multiple Comparison t-Tests for Treatment Groups
For Total Raw Scores on the Nelson Reading Test, Phase I and Phase II

Values Clarification
Cognitive Behavior Modification
Values Clarification

t = 1. 71

Control
t

= 4.31*

t

= 5.53*

Control

Critical Value: t

= 1.97

*p < . 05

-

68

Table 19 examined group means and names of groups for the
total raw scores on the Nelson Reading Test for both Phase I and
Phase II.

Table 20 shows the results of using the Fisher's Multiple

Comparison t-Tests for the treatment groups to further explain the
results in Table 19.

The results in both tables show clearly that

values clarification was more significant than either cognitive behavior modification or the control group.
modification was significant with p

However, cognitive behavior

~.05.

Tables 21 and 22 examined the group means and names of groups for
paragraph raw scores on the Nelson Reading Test and a further examination of these results using Fisher's Multiple Comparison t-Tests for
treatment groups.

The results indicate 'that values clarification

was more significant than cognitive behavior modification and the control group, and that cognitive behavior modification was significant
also.
Table 21
Group Means and Names of Groups
For Paragraph Raw Scores on the Nelson Reading Test, Phase I and Phase II
N

Adjusted
Posttest
Means

Grade Equivalent
Means

Cognitive Behavior
Modification

45

41.20

7.95

Values Clarification

47

47.89

8.85

Control

45

37.34

7.34

Variable & Category
Group

Grand Means:

42.23
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Table 22 shows that Group II, values clarification differed significantly from Group III, cognitive behavior modification.

Both

Groups II and III scored more positively than the Control, Group I.
Table 22
Fisher•s Multiple Comparison t-Tests for Treatment Groups
For Paragraph Raw Scores on the Nelson Reading Test, Phase I and Phase II

Values Clarification
Cognitive Behavior
Modification

t

= 2.15*

Values Clarification
Critical Value:

Control
t

= 1. 22

t

= 3.40*

t = 1.97

*p < .05

Summary
The values clarification group demonstrated greater gains than
either the cognitive behavior modification or the control groups, and
the cognitive behavior modification group demonstrated greater gains
than the control group on the Nelson Reading Test.

It was not

possible, however, to document differences in the affective domain
as influenced by the methods used.
Several interactions were noted in this study.

There was an

interaction between phase and sex on the semantic differential with
females scoring higher than males on the posttest of Phase II.

The

concept "School" on the semantic differential showed an interaction
between phase and group with Phase II means exceeding Phase I means
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for Groups II and III, and an interaction also exists between phase
and group for the concept 11 Friends 11 where Phase II means were higher
for Group III and Group I, but not Group II.

For concept 11 Myself 11

(Table 16), a significant interaction was found between phase and
sex, females scored higher in Phase I while males had a higher mean
score in Phase II.
There was a significant main effect (Table 17) between values
clarification, cognitive behavior modification, and control, with
values clarification having achieved greater gains than either Group I
or Group III, and Group III having greater gains than Group I.

This

was examined further using subgroup 11 paragraph 11 showing that values
clarification had greater gains than both the cognitive behavior modification and control groups.

A main effect occurred between the groups,

but there was no interaction showing significance for gender or phase.

71
Chapter V
Conclusions and Recommendations
This chapter is divided i.nto two major sections and an introduction.

The first section includes a discussion of the conclusions

and interpretations relative to the data presented in Chapter IV.
The second section includes recommendations based on the findings of
the study.
An approach to improving reading achievement was investigated
in this study through the use of two counseling models.

A counseling

approach is based on the assumption that academic performance is
affected by the affective domain.

Counseling models were used to

attempt to improve students• self-concept with the expectation that
academic skills would improve.
Two different counseling approaches were used, cognitive behavior modification and values clarification.
compared with the counseling models.

A control group was

The counseling model approach

was used in an educational setting, with limits and conditions of
the setting as follows:
1)

Normal students participated in the study.

2)

Regular school curriculum was used; i.e., all work fits

into class structure.
3)

Large groups were used, 30 to 35 in values clarification, and

12 to 15 in cognitive behavior modification.
It was assumed with the counseling model that an enhanced self-concept
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would lead to improved academic skills.
Cognitive behavior modification is a clinical approach.

This is

a technique that has typically been used with subjects in clinical
settings and/or subjects who were identified as having specific
psychological disorders that might be treated by examining the individual•s self-statements.

Cognitive behavior modification was not

intended for use in a typical school setting and had to be modified
and adapted accordingly.

In this study, the population being re-

searched involved subjects from an average secondary school population,
a population with no identified behavioral or educational problems.
Values clarification presents skills and techniques specifically
designed and intended for use with a normal school population.

Cur-

riculum materials have been written implementing decision making skills
· in most curricular areas.

Like cognitive behavior modification,

values clarification is a counseling model intended to help individuals
enhance self-concept and become more positive human beings who feel
good about themselves.
The following purposes were investigated in this study:

(1)

whether values clarification training would improve self-concept and
consequently reading skills;

(2)

whether cognitive behavior mod-

ification would have a significant effect on self-concept and,
therefore, improve reading skills; and (3)

whether there are sex

differences in the effect of the treatment.

Values clarification

and cognitive behavior modification, although two dissimilar techniques, would both affect self-concept with the resultant improvement
in reading.
No special effort was made in this study to alter the school
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environment.

Both treatments were used as part of the regular school

curriculum in an effort to see which approach might be more successful in augmenting reading instruction through the improvement of
self-concept.

The reading instructors were given no information con-

cerning this study and it is doubtful that any but the values teacher
and the counseling intern had any awareness at all.

The latter two

also had little or no personal or professional interest in each other.
The reading component was incidental to the investigation made by this
study as all of the students involved were enrolled in some phase of
reading instruction as part of their regular school day.

Overall,

the experiment was conducted in a typical secondary school setting
with an average population.
Findings
The findings of this study were based on the following hypothesis:
H

1

Tenth grade students who receive values clarification

training, in contrast to those who do not receive such training,
will obtain equal mean gains on measures assessing:

H
2

a.

reading achievement.

b.

attitude toward

11

School.

c.

attitude toward

11

parents. 11

d.

attitude toward

11

myself. 11

e.

attitude toward

11

friends.

f.

attitude toward

11

reading. 11

II

11

Tenth grade students who receive cognitive behavior mod-
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ification training, in contrast to those who do not receive this
training or values clarification training will obtain equal mean
gains on measures assessing:

H

3

a.

reading achievement.

b.

attitude toward

11

School. 11

c.

attitude toward

11

Parents. 11

d.

attitude toward 11 myself. 11

e.

attitude toward

11

friends. 11

f.

attitude toward

11

reading. 11

Males and females will make equal mean gains in treatment

effects on measures assessing:
a.

reading achievement .

b.

attitude toward

11

School. 11

c.

attitude toward

11

parents. 11

d.

attitude toward

11

myself. 11

e.

attitude toward

11

friends. 11

f.

attitude toward

11

reading. 11

Data indices on three independent variables were available:
(1)

Reading achievement, (2)

toward 11 School, 11
(3)

Sex.

11

Parents, 11

11

Self-concept as reflected by
t~yself,

11

11

Friends, 11 and

11

a~titudes

Reading, 11 and

The sample which was statistically analyzed for the pur-

poses of this investigation, was comprised of 137 students, 60 female
and 77 male .

The tenth grade students were divided equally, by

birthdate, into four nine-week mini courses consisting of Drivers'
Education, Health Education, Career Education, and Personal Values
and Goals.

Every nine weeks, the students moved to a new mini course

until they completed all four of them.

-
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The findings of this study supported H1 where significant reading
improvement results were obtained with the use of values clarification
techniques.

Students demonstrated significantly higher gains on the

reading assessment posttest after receiving values clarification
training than did those who did not receive such training; i.e., the
control and the cognitive behavior modification groups.

Neither the

cognitive behavior modification group nor the values clarification
group scored significantly higher than the control group on the concepts of the semantic differential posttest.
Students who received cognitive behavior modification training,
in contrast to those who did not receive either this training or values
clarification training, exhibited no significant positive gain on the
semantic differential posttest.

The concept 11 Friends 11 did show a sig-

nificance in Phase I as is indicated in Figure 2, page 63, where the
values clarification group and the control group scored more positively than the cognitive behavior modification group.
11

The concept

Friends 11 is the only one of the five concepts investigated where sig-

nificance occurred between groups.
There were higher gains on the reading assessment posttest after
statistical adjustment for differences in pretest scores than the
control group for those students who received cognitive behavior
modification training.

Table 17, page 65, indicates that the values

clarification group showed greater gairrs on the posttest of the Nelson
Reading Test than either the cognitive behavior modification group
or the control group.

However, cognitive behavior modification scored

more positively than the control group.
in Table 18, page 66.

This is further demonstrated

Significant results were obtained for both

-
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the cognitive behavior modification group and the values clarification
group with values clarification showing more positive results than
cognitive behavior modification.
Treatment effects regarding gender were not found to be significant on the Nelson Reading Test.

For the concepts

11

Friends 11 and

11

School 11 on the semantic differential, and on the semantic differential

11

Total, 11 there was a significant difference found between gender and

phase.

The reasons for this significance are not clear, but females

achieved more positively in Phase II.
The results indicated that the values clarification group which
is designed to work within the educational curriculum was more significant than the cognitive behavior modification approach that was
modified for group use within the school, but not within the curriculum.
The control group was a typical educational model where any improvement
would have been the result of classroom instruction alone.

In an

educational model, self-concept improvement would be the result of
classroom success, as opposed to the counseling model where self-concept improvement results in classroom success.
Socio-economic factors and attendance were not investigated for
their influence in this study.

The focus of this investigation was

on the effect of the treatment as it pertained to self-concept improvement and any consequent effect on reading improvement.

It is

unfortunate that socio-economic factors were not investigated, particularly in view of the results obtained.

It would have been interesting

to examine the results to see what significance there would have been
between groups based on this issue.

The pretest and posttest results

for students who received treatment procedures and techniques with
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values clarification and cognitive behavior modification were statistically analyzed by the analysis of covariance procedures.

When

statistical significance was indicated, Fisher•s LSD Multiple Comparison Test was used also.
Conclusions
Counseling Models
Two counseling models were used in this study, cognitive behavior modification and values clarification.

The clinical counseling

model, cognitive behavior modification, was administered one hour per
week, as compared with the group counseling model, values clarification which took place five hours per week.

Both counseling models

were found to be significant in this study as pertains to their improvement of reading skills.

The findings of the study, however, do

not indicate that either of the two treatment groups had any significant gains over the control group on the results of the semantic
differential with the exception of the concept 11 Friends. 11
Further investigation needs to be done to see if cognitive behavior modification would have the same or better results as values
clarification if it were offered the same number of hours per week.
In this study, with the one hour per week for cognitive behavior modification and five hours per week for values clarification, a grade
equivalent mean difference of 1.01 for values clarification and .25
for cognitive behavior modification was found between the pretests and
posttests of the Nelson Reading Test, as compared with the control
group.
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Cognitive Behavior MOdification. · The findings were consistent
with previous data presented (Marston & Feldman, 1972; Bandura, 1969;
Meichenbaum, 1978) concerning the effects of cognitive behavior modification.

Intensive groups conducted in a clinical setting such as those

of Wolpe (1958), Bandura (1963), and Meichenbaum (1978) were with
clients suffering from some sort of inappropriate behavior; i.e., fear
of snakes, fear of calling to make a date with the opposite sex,
children with behavior disorders.

There was no literature found which

suggested that cognitive behavior modification had been designed for
use with high school students in small group counseling sessions.

Also,

the literature tends to support work in the affective domain, but does
not examine the relationship between the cognitive and the affective
as it pertains to improvement in curricular areas.
The present investigation revealed that nine weeks of one hour
per week cognitive behavior modification had a significant effect on
increasing reading achievement, but not on self-concept as measured by
a semantic differential.

Cognitive behavior modification might have .·

had more positive results if the treatment time had been at least as
long as the time spent with values clarification in the improvement of
reading.
Values Clarification.

This study found support for the use of

values clarification with reading improvement.

Values clarification

is an approach designed for use within schools.

These findings were

in keeping with previous research done.

More significant findings

might have been found for both values clarification and cognitive behavior modification in the improvement of self-concept if:

(1)

A
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problem population had been used, and (2)

If a different instrument

such as the Piers-Harris Children•s Self-Concept Scale or the Tennessee
Self Concept Scale had been used.
Measurement of

Self~Concept

Table 8 in Chapter III shows rather low test-retest reliability
coefficients for the semantic differential.

It might be surmised that

cognitive measures could be a better indication of enhancement of
self-concept than affective measures.

In this study, the semantic

differential did not show positive attitudinal changes between pretest and posttest.
measure.

The affective domain is not an easy one to

Bandura (1969, p. 173) states:

Psychological approaches to the modification of human behavior
have relied heavily upon verbal influence procedures. It would
appear from the results of psychotherapy outcome studies that
the popularity of such methods is attributable more to their
ease of application than to their demonstrated effectiveness.
There is a great deal of difficulty in administering self-concept
scales.

As Cronbach (1960, p. 454) says,

11

No matter what special

procedures are used to reduce distortion, the test responses depend
upon how much of the truth the subject is willing and able to report. ..
He goes on to discuss that
possibl~

feel.

11

published 11 self-concepts are almost im-

as people are not willing to publicly admit what they really

Bandura (1969, p. 175) also suggests that the degree of rela-

tionship between attitudinal and behavioral change may be •• ... partly
determined by the affective and social consequences of the behavior
being modified and bv the method of influence used to brinq about the
chanqe ...
Measurinq self-concept becomes very subjective.

The informality
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of the semantic differential technique did not lend itself to adequate discrimination between positive and negative feelings about the
concepts

11

School, 11

11

Parents, 11 Myself, 11

11

Friends, 11 and

11

Readings. 11

Recommendations
Empirical confirmation of the effects of both values clarification
and cognitive behavior modification should continue.

Use of materials

with values clarification methodology built in should be tested in the
classroom to continue the research for its effect on the cognitive
domain.

The effectiveness of this technique will be reaffirmed by

the continued research.
Careful consideration should be given to the application of
values clarification in the school curriculum.

Also, there are im-

plications that training teachers in the use of decision making skills
and strategies might help improve students' performance in cognitive
skills.

The goal of values clarification is learning the processing

of decision making skills with the formation of values being the
result.
In considering the results of this study, the following recommendations might be considered:
1.

Values clarification strategies, methods and materials

should be investigated further for inclusion into the total school
curriculum.
2.

Cognitive behavior modification should continue to be exam-

ined by school counselors and teachers to find more effective ways to
make use of this technique in schools.
3.

Schools should provided adequate time to pretest and posttest
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values clarification and cognitive behavior modification to .provide
for ongoing evaluation.
Any recommendations are appropriate that encourage students and
school personnel to feel better about themselves and achieve more
personally and academically.

Both cognitive behavior modification

and values clarification provide techniques and skills that demand
positive interaction between students and teachers and counselor.
Both values clarification and cognitive behavior modification are
lines of research that warrant further exploration and study because
average students in a normal high school setting increased reading
scores.

Values clarification, in particular, showed a reading gain of

over one grade level through its use.
The results of this study showed overwhelming results in the
improvement of reading as evidenced by the results of scores on
the Nelson Reading Test.
of reading ability.

The gains in reading were across all levels

The use of cognitive behavior modification should

be further investigated for more positive gains in helping improve
student success in academic areas.

Values clarification should

be

encouraged in the classroom in helping students achieve academically.
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VALUES STRATEGY NO. 37* - Unfinished Sentences
There are no right or wrong answers to these questions, each of you
may find that your answers differ from other members of the group.
1.

I think my parents .....

2.

If I had $50, I would .....

3.

If I had a gun I would .....

4.

When I•m alone at home, I .....

5.

My parents are usually .....

6.

In a group I am .....

7.

People who agree with me make me feel .....

8.

When people depend upon me, I .....

9.

I get angry when .....

10.

The things that amuse me most are .....

11.

In school I do best when .....

12.

What I want most in life is .....

13.

When someone hurts me, I .....

14.

People who know me well think I am .....

15.

I need to improve most in .....

16.

The subject I would be most reluctant to discuss here is .....

17.

When someone does all the talking, I .....

18.

I am hurt most easily when .....

19.

I trust those who .....

20.

A fat person .....

*Simonet al., 1972
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VALUES STRATEGY - List of Ten People
On the sheet of paper given to you, list the ten most important
people in your life.
1.

6.

2.

7.

3.

8.

4.

9.

5.

10.

Now arrange your list so that the person you like best is number 1,
the next best is number 2, and so on to number 10.
1.

6.

2.

7.

3.

8.

4.

9.

5.

10.

Now, you must tell your group why you chose the person who is number
1, and why number 10 is number 10.
Below, list all of the people on your list who will be on your list
five years from now:
1.

6.

2.

7.

3.

8.

4.

9.

5.

10.
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VALUES' STRATEGY NO. 4* - Rank Order
The teacher will read the following rank order questions and call on
each individual student for a response:
l.

Where would you rather be on a Saturday afternoon?

2.

at the beach
- - - i n the woods
- - -in a discount store
How do you learn best?
- - -through lectures
_ _ _through independent study
- - -through seminars

3.

Which would you rather be?
_ _ _an American Negro
_ _ _an African Negro
_ _ _an European Negro

4.

Which would you give the lowest priority to today?
space
---defense

5.

_ ___Jpoverty
_ _ _ecology

Which is most important in a friendship?
_ _ _loyalty
generosity
_ _ _honesty

---6.

Which season do you like best?

-winter
___
spring
7.

summer
---fall

If I gave you $500, what would you do with it?
- - -save it
give it to charity
---:
buy something for myself

--8.

Which do you think is most harmful?
- - -cigarettes
marijuana
---alcohol
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9.

How late should 14 year olds be allowed to stay out on a
weekend night?
_ _ _10

P.t~.

P.M.
- - -12
it
•
s
up to them
---

10.

If you were a parent, how late would you let your 14 year old
stay out?
_ _ _10

P.f~.

_ _ _12 P.M.

- - -it•s up to him/her
11.

Where would you rather live?
on a farm
- - - i n the suburbs
- - -in an inner city

12.

Which do you like best?
- - -winter in the mountains
- - -summer by the sea
- - -autumn in the country

13.

Which would you rather be?
an only child
---the youngest child
- - -the oldest child

14.

Which pet would you rather have?
a cat
- - - a turtle

15.

_ _ _a dog
_ _ _a parakeet

If you were President, which would you give the highest priority?
_ _ _space program
,poverty program
defense
program
---

___

16.

Which would you least like to be?
_ _ _very poor
very sickly
- - -disfigured
---

17.

~-J.hom

waul d you prefer to marry?

A person with

_ _ _i nte 11 i gence
_ __,persona 1i ty
- - -sex appeal
18.

Which do you think more money should be spent on?

moon shots
-----'slum clearance
- - -cure for cancer
19. What would you be most likely to do about a person who has
bad breath?
- - -directly tell him
him an anonymous note
-_
-send
__
nothing

20.

Which would you rather have happen to you if you had bad breath?
_ _ _be told directly
receive an anonymous note
---not be told

21.

~~hen

you worry about your mark on an exam do you think about

_ ____,.yourse 1f
_ ___,.your parents
22.

- -pleasing the teacher
--~getting into college

Which type of teacher do you most prefer?
strict in the classroom but little homework
---strict in the classroom but much homework
- - -easy-going in the classroom but much homework

23.

Which would you least like to do?
listen to a Beethoven symphony
---watch a debate
_ _ _watch a play

24.

Which would you most like to improve?
--~your

looks
the
way
you use your time
----~your social 1 ife
25.

How do you have the most fun?
alone
---with a large group
- - -with a few friends
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26.

If you had $500 to spend on decorating a room, would you spend
$200 for an original painting, the rest on furniture
------$400 on furniture and $100 for an original painting
------entire sum on furniture

27.

Pretend you are married and have your own family. Your mother
has died and your father is old. What would you do?
______invite him to 1ive in your home
_____,place him in a home for the aged
______g.et him an apartment for himself

28.

Which would you rather your sister give you for your birthday?
$5 to buy yourself something
-----a $5 gift of her choice
_____something she made for you

29.

If your parents were in constant conflict, which would you
rather have them do?
get divorced, and your father leave home
stay together and hide their feelings for the sake of
-----the children
----~get divorced, and you live ~lith your father
----~

30.

Which would you do for your parents' anniversary?
______buy them a nice present
make them a big party
------take them out to dinner and a show
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SIXTEEN FORCED CHOICES

NAME:
PERIOD:

The aim of the strategy is to force you to rank issues in descending
order (l-16) according to how strongly you feel about each one.
The strong feelings can be either positive or negative.
The underlined word is to be written in the appropriate box. Only
one item may be placed in each box thereby forcing you to decide
which issues you feel strongest about in relation to the others.
The key word will help you recall the statement as you reorganize
your priorities.
l.

How do you feel about a friend who betrays a confidence after
you've had a disagreement?

2.

How do you feel about a family who will not take in an elderly
parent unless they are paid $30 a week toward expenses?

3.

How do you feel about a wife or husband who remarries one month
after a spouse dies?

4.

How would you feel about paying
go into reducing pollution?

5.

How do you feel about violence on T.V. during child-watching
hours?

6.

How would you feel if your son or daughter decided to enter
into a non-conventional living arrangement?

7.

How would you feel about someone who could afford it and does
not pledge support to the religious organization he belongs to?

8.

How do you feel about a family which moves to the suburbs to
provide a better environment for the children but that the
father has to be away from the family from 3-4 additional hours
per day for commuting and can only spend extra time with the
family on weekends?

9.

How would you feel about someone who spends $4,000 on the
funeral of a loved one?

10.

How do you feel about a court decision ordering a woman who
has been the principal provider in a family to pay alimony to
her ex-husband?

11.

How do you feel about an employer who advertises equal opportunities and equal salaries for women and then asks a young
woman in the interview if she is planning on being married soon?

~%

more in taxes if it were to
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12.

How do you feel about a person who turns in a neighbor for
cheating on his income tax?

13.

How do you feel about controling population by limiting
families to two children?

14.

How strongly do you feel about having a new jet port constructed
one mile from your home?

15.

How do you feel about a person playing hookey who calls his
office to say he or she is sick?

16.

How would you feel about someone accepting a job which does not
require as much responsibility as he is capable of but does
this so that he will have free time to pursue his outside
activities?

VERY STRONG
1

STRONG
5

MILD
9

LITTLE FEELING
13

I
I

I!
i
!
I

i

I
2

6

10

14

I
I
I

3

7

11

15

4

8

12

16

I

Identify the 2 statements you feel strongest about. Are you
choosing, prizing and acting upon what you feel is important?
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VALUES' STRATEGY NO. 55* - Epitaph
Each student in the class is to write an epitaph for themselves on
a sheet of paper:
l.

Hhat do they want others to think of them

2.

What do they want people to know about who they are

3.

How do they want to be remembered

When finished writing, volunteers will be asked to read their
epitaphs to the entire class.

*Simonet al., 1972
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20 THINGS I LOVE TO DO

I

1.

2.
I

13.
i
!

t4.

1

i

I

I

..

•

'l
·'§

I
I

f

'
i

I

l'

I
I

I
i

I

i

lS.

l

1

i6.
t

.I

!7.

I

~

!10.

)12.

~,------------------------------------------------~--~~----~~~--~~

i 13 .
'

)15.
! 16.
; 17.

' 19.
; 20.
As quickly as you can, list 20 things in life which you really love to
do. There are no right or wrong answers about what you should 1 ike.
Using the suggested code below, the next step is to code the 20 items
listed above .
1.

2.

Place the$ sign by any item which costs more than $5 each time you
do it.
Put an R by any item which involves some RISK. The risk might be
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physical, intellectual or emotional. (Which things in your own life
which you love to do require some risk?)

3.

Using the code letter F and M, record which of the items on your
list you think your FATHER and MOTHER might have had on their lists
if they had been asked to make them at your age.

4.

Place either the letter P or the letter A next to each item. The
P is to be used for items which you prefer to do with people, the
A for items which you prefer doing alone.

5.

Place a number 5 by any item which would not have been on your list

5 years ago.
~ur

6.

Place a number 5 by any item which you think will not be on
list 5 years from now.

].

Finally, go down through your list and indicate the date when you
did it last.
Now look back over your list and the codings:

*What does you list look like?
*Can you identify any patterns in the things you love to do?
*Did you Jearn something new about yourself?
*Are there some things you 1 re pleased with?
*Is there anything that you would like to change?

How would you change?

*Are there some things you like to do that you have not done lately?
Why?

What could you do about this?

Simon (1972, p. 8).
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VALUES• WHIPS
Below are 40 questions. Ask each student in the class to answer
one by specifically calling on the student for an answer. Do not
ask in any special order. Each student is forced to give an answer.
l.
2.
3.
4.
5.
6.
7.
8.
9.
10.
ll.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.

Do you watch TV much? How much?
Whom will you support in the coming election? Why?
What is your stand on the birth control pill?
How do you feel about grades in school?
What is your stand on smoking?
What brand of toothpaste do you use? How did you come to use
that brand?
What are you saving money for?
Should your school give seniors full birth control information?
What do you think you will do about your parents when they
get old?
How do you feel about shoplifting?
What do you think of capital punishment?
Is cheating on tests o. k.?
How do you feel about copying someone else•s work to turn in?
How do you handle it when you get into trouble?
Which celebrity would you like to have for a friend?
If you could change one thing during your lifetime, what would
it be?
How do you know when something is right or wrong?
Do you ever do things just because others expect you to do
them that way?
How do you feel about registering for the draft?
Are there injustices in your community you feel need attention?
Are there things you would not tell even best friends?
What kinds of things?
If you could change your school, what two things would you
change?
What would you do if you got too much change given to you
at the checkout counter?
What makes your best friend your best friend?
Did you ever cheat at Monopoly?
If you had an extra $500 given to you with no strings attached,
what would you do with it?
In a few words, tell about a movie you saw and why you liked it.
How do you feel about rape?
What do you think about people who beat up and rob the elderly?
Comment on 11 laws were made to be broken. 11
Is there an adult outside of school that you dislike intensely?
Why?
Is there an adult within the school that you dislike intensely?
vJ.hy?

Is there an adult outside of school that you like and admire?

vJhy?

34.

Is there an adult within the school that you like and admire?
Hhy?

lOZ

35.
36.
37.
38.
39.
40.

If you were a teacher, how would you teach your classes?
How do you feel about the 11 Star Spangled Banner 11 ?
What is your opinion of the school alma mater?
What makes you dislike a person?
Do parents have the right to beat their children or abuse
them in any way?
If someone embarrassed you, what would you do?

If a student does not want to answer, don't force it. At the end,
after everyone has had a turn, ask them what a value is. Talk
about the confusion of making choices, the constant bombardment
of others wanting things done their way. A value is something that
you are willing to proclaim to others, you don't hide it, or it's
not a value. How does that apply to making decisions about right
or wrong?

APPENDIX B
OUTLINE:

VALUES CLARIFICATION LESSON PLANS
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PERSONAL VALUES AND GOALS
Week 1 - DRUGS:
1.
2.
3.
4.

September 15-19, November 17-21

Pretest Nelson Reading Test, Pretest Semantic Differential.
Give a brief overview of the course.
Video tape - Reading, Riting, & Reefer
class discussion.
Hand out drug information booklets, present and discuss
drug facts.
Video tape- Angel Death
class discussion.
11

3.
4.
5.

11

2.
3.
4.
5.

September 22-26, November 24-26

Video tape- Boy Who Drank Too Much
Video tape (conclusion) - Boy Who Drank Too Much
class
discussion.
Value Strategy List of Ten People
divide class into small
groups to do this exercise. Relate to video tape, relate
to friends you help, friends who help you, contrast parents.
Facts on alcohol and drugs, with class discussion and
participation.
Speaker - Tuum Est
drugs and alcohol.
11

3.
4.
5.

11

•

11

11

-

11

11

-

11

11

-

September 29-0ctober 3, December 1-5

Film- How•s Your New Friend (from Alcohol Treatment
Program). Class reaction and discussion.
Video taping of class role playing with students acting out
peer situations. Discuss with play back.
Family Living Series:
Who Am !? (use Dukane). Use questions
in box for discussion.
Film (Stanislaus County Library) Up Is Down follow with
Values• Strategy Values Whips or No. 4 Rank Order.
Speaker - Peer Relationships
Diane Kirkpatrick from
Family Planning.
11

11

11

11

11

11

,

11

11

-

Week 4- LAW:
1.
2.

11

-

Week 3 - PEERS:
1.

11

-

Week 2 - DRUGS:
1.
2.

COURSE OUTLINE

October 6-10, December 8-12

School and the Law 1 per student. Discuss.
Booklet:
Speakers - Fred Bigler and George Gillispie, Stanislaus County
Probation Department.
Film- No Cops a Hero (Regional Criminal Justice Center).
Class discussion.
Values Strategy, either Values Whips or Rank Order - class
organized into small groups for discussion.
Mock Trial - Turlock Police Department will conduct, discussion
and question/answer period follows.
11

11

,

11

11
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vleek 5 - FAMILY:

1.
2.
3.

4.

5.

October 13-17, January 5-9

Film strip- Family Living Series, using discussion sheet
in kit.
Speaker- George Bridges or Pam Clare, clinical psychologist
to speak on marriage and family.
Either Values' Strategy: Parents killed on way home from
gain~ to dinner; write 3 things you wish you could have said
(divide into groups, tell each other what you wrote); or
Values' Strategy using different situational ethic.
Film strip- Family Life Series, "Divorce". Discuss 6 related
topics: (1) How do you get one; (2) Divorce rates in
adults and teens; (3) Teen marriage (pregnancy, love, under
age); (4) Child custody; (5) How does it make people feel
(kids reactions, parent has someone else, wife walks out,
husband walks out); (6) Remarriage, step-parents.
Film- "Future Shock" (Stanislaus County Library) - followed
by class discussion.

Heek 6 - DEATH AND DYING:
1.
2.
3.
4.
5.

October 20-24, January 12-16*

Values' Strategy No. 55, Film strip from "Closing the Cycle".
Film- Teen suicide (from Alcohol Treatment Program),
discussion.
Hand out article on Karen Quinlan. Talk about euthanasia;
divide into groups, give a case (similar to Quinlan), have
group decide what to do, report back to large group.
Film Strip - From "Closing the Cycle".
Speaker- Dr. Nina Rosenthal (CSCS) or Fran Welsh (Argus
High School) with hospice person. Hand back epitaphs.

Week 7 - PERSONAL ECONmncs:

October 27-31, January 19-23*

1.
2.
3.
4.
5.

Va 1ues" Strategy - "Twenty Things I Love To Do".
Assignment sheets - small group manipulation of sample budget.
Film Strip- Family Life Series "Families in Crisis", discuss.
Speaker- Golden Valley Bank, budget, planning, necessity.
Collect homework, review all aspects of personal economics
outcomes.
*See pages 104-108 for detailed lesson plans.
Week 8- WHO AM I?:
1.

2.

November 3-7, January 27-31*

Interpersonal relations - Film strip "Who Am I", Family Life
Series, class discussion.
Article - Break into groups, read the article (newspaper
article on someone who was willing to make a change in
their life and stand up for what they felt was important),
follow assignment sheets to present to class for group
discussion.
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3.
4.
5.

Video taping - role play making decisions.
Speaker - Bob Robinson (Stanislaus County Mental Health) 11
Does It t1atter Who I Am? 11 , discussion.
Posttest The Nelson Reading Test, Semantic Differential or
group discussion if semester allows.

Week 9 - RECAP &
1.
2.
3.
4.
5.

SUMt~ARY:

November 10-14, February 3-7

Drug Enforcement Unit (Stanislaus County Sheriff's Department) Current drug situation and information.
Posttest on drug information, go over results and implications.
Film strip as needed, or movie.
Values' Strategy, speaker, as needed.
Grades and general review.

(Week 9 allows for school holidays or minimum class days.)
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LESSON PLAN - October 28
1.

Hand out Values Strategy Sheet 11 20 Things I Love To Do 11 •
Read over the directions with them, then have them fill it out.

2.

Have them count up the number of items that cost money.
board tally how many had 20 items, how many 19, etc.

3.

Ask the class to give the sources of their income and talk about
where do kids get money? Does it cause hassles at home? What
kinds of jobs are available to teenagers? Who should control
their spending?

4.

Summarize by talking about :

On the

a)

the majority of what they like to do, ride in cars, see
movies, etc . , all cost money .

b)

conflicts over money become more serious in families than
any other problem. If this is mentioned as the one
leading factor in the break-up of marriages, how does that
affect teenagers?
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LESSON PLAN - October 29
1.

Break up the class into groups by going down the roll sheet
1-5. Have a 11 the ones move together, the twos, etc.

2.

Give each group a sheet with income, bills for the month,
checks to write, and allow about 20 minutes to budget the
amount given.

3.

Have each group choose a spokesperson.

4.

Have each spokesperson come up and write on the board the
distribution of funds so that the class can see how everyone
else made their choices.

5.

Do they feel the budget was realistic? How do you choose what
to pay first and why? How much did each group leave for the
teenagers in the family for expenses? Why? Why does money
cause families problems? How many of them feel this is a
problem with their families?
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LESSON PLAN - October 30
l.

Remind of homework assignment due on Friday. It will count
for 25%, ~ of grade. IT WILL NOT BE ACCEPTED LATE, IT IS DUE
ON FRIDAY. Suggest to them that the Modesto Bee provides a
more comprehensive classified section that they might use, or
a large city paper such as San Francisco, Stockton, Sacramento,
Fresno. Also, please tell them that the Public Library has
such papers available and they will probably be able to use
THS' Library also.

2.

There is a DuKane projector in the room. Show filmstrip #2
with tape- "One Third of Your Life". This filmstrip deals
with how we earn money.
a)

Ask them: How do people choose how they want to spend
their lives?

b)

What do people do who get layed off work?

c)

Ask if they know what the Protestant Work Ethic is. What
has it done to how this country feels about work? Start
with the Puritan idea that everyone should have a job,
it comes first, women belong in the home (their working
will weaken the moral fibre of America.

d)

Go around the room and ask each person to give the salary
that they feel they could survive on at this time in their
lives. Then ask them what inflation menas. What does
it have to do with them?

e)

Ask what Medi-Cal is? Free lunch program at school?
Welfare payments? Food stamps? Why does the government
subsidize abortion?

(Go for the idea that eliminating

unwanted children is cheaper than supporting them through
the welfare system).
f.

Conclude by talking about whether or not school provides
anything worthwhile in helping with life goals. Is it
important?
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LESSON PLAN - October 31
1.

Have them take out their homework.

(Rally Day, Short Period).

2.

Go around the class and ask about 1/3 of the class to respond
to each question. As you get in to the assignment, have
them make comments on what they found.

3.

Ask them if where you live and what you have makes a difference.
Why?

4.

Ask if they know the implications of the Good Driver Discount
on car insurance? Why is there such a discount? Why would
insurance companies think grades were important?

5.

On the board, list what they think are necessities. Are there
things that were not included that they must have? Make
a list of the things they think can be done without.

6.

When they were looking through the newspaper, did they notice
all the companies, individuals, etc., offering help with
bankruptcy? What is bankruptcy? l~hy are suicides on the
rise? In times of stress, why is there more incidence of
suicide?

7.

The leading cause of divorce is given as financial difficulties.
Why?

8.

Decision making: Money. Does it make a difference? DtinkinQ,
overeating, use of drugs. When people become frustrated, they
tend to abuse.

9.

Collect all homework.

11

11
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Name

--------------------------(You

HOt~EWORK

will receive a grade on this)

ASSIGNMENT - Friday, October 31

1.

In the newspaper, find an apartment that looks like something
you would like to live in. It could be a house. Be sure that
you check and see if it is furnished or unfurnished.

2.

Call the house or apartment and see what is included with the
rent.

3.

In the want ads, classified section, find the job that you think
you would be satisfied having . What are the requirements for
the job? What would you have to do to get such a job? How
much does it pay? List all of these.

4.

Find a car in the paper that you want to buy. How much down
payment do you need? How much would monthly payments be?
What is the interest rate? How much insurance do you need?
How much does it cost?
Down payment Car payment monthly Insurance Rate of interest -

5.

Estimate how much it would cost per week to feed:
1
2
3
4

person
people
people
people

-

How much would that be per month?
6.

If you ate out once a week, write down three restaurants that
you would want to go to. Write down the approximate cost of
a dinner:
1.

2.
3.
7.

To go out to dinner and to a movie once a month, how much
would it cost?

8.

Find a new or used TV and stereo that you would want to have.
How much do they cost? vJhat is the monthly payment? How much
is the interest rate? How long do they finance?

9.

What is the minimum monthly salary that you think you need to be
out on your own?

LESSON PLAH - November 4, 1980
1.

Write on board:

2.

Divide into 5 groups for role play.
situations:
a)
b)
c)
d)

11

Actions Speak Louder than Words 11 •
Use the following

Spit Wads - have a teacher and a student
Guest Speaker - speaker and students
Substitute Teacher - substitute and students
Teacher vs. Student

3.

Each group has 5 minutes to role play each situation . The
group comes to conclusions about each situation and brings
this back to the total group.

4.

What is meant by 11 Actions Speak Louder than Words 11 ?

5.

In the decision making process, what makes people decide how
to behave? How does it feel to be the receiver rather than
the giver of 11 a bad time 11 ?

1.12

LESSON PLAN - November 5, 1980
1.

Have the class divide into two groups.

2.

Move back all the desks and have them sit in two circles,
one circle behind the other.

3.

The outside circle is told that they can say nothing, not
one word. They are not allowed to comment on anything.

4.

The inside circle is to be asked a series of questions that
they can answer any way that they want. Anyone can answer.

5.

Have the two groups switch places, with the same rules.

QUESTIONS:
l.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.

THS should have a smoking area.
THS should have open campus.
The food in the cafeteria is excellent.
The detention program is fair and works well.
Abortion is a woman•s right.
It doesn•t matter if you vote, because one vote doesn•t
count anyway.
All 18 year olds, male and female, should have 2 years
compulsory military training.
Rapists should receive the death penalty.
The drinking age should be 18.
A man has the right to rape his wife because it is his right.
If women stayed home where they belong, men would have jobs,
and the unemployment rate would go down.
Marijuana should be legalized and sold to all 18 year olds
and above.
People who are addicted to heroin should be able to buy it in
drug stores with a prescription, and this would keep the
crime rate down. (This is what is done in Great Britain.)
People who shop lift should, even on a first offense, go to
jail, no matter what they took.
People who rob, burgal, assault, kill, and commit other
crimes should be put to death. This would keep others from
doing the same thing.
The compulsory attendance law for schools should be changed
to age 14.
People who drink and drive should lose their license and go
to jail.
People who are involved in accidents where a death occurs and
who are under the influence of drugs and/or alcohol, should
receive the death penalty.

113

LESSON PLAN - November 6, 1980
1.

Show film strip from the

2.

Have written on the board the list of criterion for a
11
Value 11 :
1)

2)
3)

4)
5)
6)
7)

3.

11

VIho Am I 11 series.

Choose freely
Choose from alternatives
Choose after giving thoughtful consideration to
consequences
Prize and cherish
Publicly affirm their beliefs
Act on their beliefs
Develop patterns of repeated action around important
beliefs

Also, on the board, have students list all of the things
that they consider to be values. Ask for volunteers to take
criterion list and talk about why something is their value.
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LESSON PLAN - November 7, 1980
l.

Organize the class into pairs.

Give each pair a blindfold.

2.

Talk about the meaning of doing a blind walk where you don•t
just think you•re being funny and lead your partner into
things or off steps. Tell them they cannot talk during the
walk.

3.

After 15 minutes, have them return to class and switch parts.
Repeat for the next 15 minutes.

4.

Discuss: Who Am I? Do I need to depend on others? What
is trust and how do you develop it? What does it mean to
learn to work and live with others?
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You will have 5 minutes to discuss each of the following four
situations. Choose who is to have what part. If the part calls
for 11 students 11 , select 2 from the group. The rest of the group
is to decide who has behaved properly and why. The conclusions
will be brought back to the whole class for discussion.
1.

Spit Wads- The teacher is showing a film. During the film
several students decide to entertain with spit wads. The
teacher becomes disgusted and angry, the students see nothing
wrong with the behavior and think it•s fun.

2.

Guest Speaker- A guest speaker is talking on the subject of
the Iran hostages. Two students talk constantly and laugh.
The speaker keeps watching them, but they don•t stop. React
as a teacher with the students commenting back.

3.

Substitute Teacher - Mrs. Jones is a substitute teacher.
doesn•t know the names of two students who:
a)
b)
c)
d)

4.

She

Switch seats and think it•s hilarious when the
substitute calls on them with the wrong names.
Cough, and make other noises when the substitute is
talking.
Bounce back and forth on their desks on the floor.
Talk all during the class and laugh.

Teacher vs. Student - The teacher gives an assignment. The
student says he doesn•t want to do it. The teacher tells
him to get to work and be quiet. The student stands up,
moves his desk noisily, knocks the pencil off the desk of
the next student, tells the teacher it was an accident. He
shoves the desk around, bangs down into it, drops his books
on the floor, comments to the student next to him. The
teacher makes a comment, the student answers back.
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l.

Your income:

$864 per month (net)

2.

Car payment:

$214.00

3.

Apartment:

$185.00

4.

Utilities :

p. G.E. TID
Phone Garbage -

5.

Furniture:

$23.00

6.

Food: ·

7.

Entertainment:

8.

Gas :

9.

Clothing:

10.

Insurance:

11.

VISA or Mastercharge:

12.

Allowance for two children, ages 14 and 16 :

$9.75
$23.00
$10.16
$3.00

$75.00

$20.53 (without teenager), $60.56 (with teenager)
$25 . 00

Decide how much, as a . group, that you are going to pay for each
item. You are paid on the lst of each month $864, and you are a
family of 4. Write the amounts for each bill below:
2.
3.
4.
5.
6.
7.
8.
9.
l 0.
ll.
12.

Car payment
Apartment
Utilities
Furniture
Food
Entertainment
Gas (car)
Clothing
Insurance
Credit card
Allowance

Total:
Amount left:

--------------------

Deficit

-----------------
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LESSON PLAN

- December 18, 1980

l.

Divide the class into six groups. Have each group sit in
small circles. Each group is to select a spokesperson to
report back to the total group.

2.

Give each group leader a copy of the article 11 Six ~~eeks As
A Teacher 11 • Give about 10 minutes to read the article.

3.

Each group is to answer the following questions:
a)

What was the man•s motivation or reason for becoming a
teacher?

b)

Why did he leave teaching?

c)

How do you think he feels about teenagers?

d)

Write a brief response to this man. You can congratulate
him on getting out of teaching, tell him he•s a coward
or fool, whatever.

4.

Have the groups return after approximately 30 minutes of
work time.

5.

Have each group leader read the response to the article.

6.

Discuss the responses with them, letting them comment.
Ask them: 11 Why does the adult war 1d find it hard to deal
with teenagers when they appear not to care about home or
school? 11

PURPOSE:
To have the class look at decision making affecting teenagers
from an adult standpoint. To try to have them understand that
decision making takes place on all levels. To have them understand that even though all adults have been teenagers, it is a
confusing time for adults to understand and cope with.

GROUP ASSIGNMENT - November 3-7
l.

The class has 6 groups, each with a leader.
will report back to the total class.

2.

Read the newspaper article to the group .

3.

The group answers these questions:

The leader

a)

Why did he leave teaching?

b)

How do you think he feels about teenagers?

c)

Write a brief response to this man. Tell him you're
glad he got out of teaching, think he's dumb for what
f1e did, tell him you think he did the right thing, tell
whatever you think he should have done.

The Modesto Bee

~~,
~
- . \li 'lf~--1~'
. -~~
~{£7..., mw
f~ f~
~~ (•\. n--~
ti· ~f
!s, f....V:
·u
·" . · ;::,;
_, - ' ' . i u.1J ·~.~· ~ k ·. '. · \L#
•.

•

SUNDAY, DECEMBER 7,1980

------------------------------------------------------

: I~~

Six weel<s as a teacher
By MARKS . HASKETT

everal months ago I put aside a
profitable graphics business to
take up classroom teaching at
Downey llich School. Over the previous
year I had come to feel something was
lacking in the strugcle of marketing and
commerce. I hoped to regain th a t
''something" in the gratifications of
working with young people, of fillinG
their needs for knowledge.
It was I. however. who received the
education .
Part of it was the realitation that f.:w
' tudcnt s arc truly com milled to learn ing. There are simply too many things
which compete for allention these days
-inside :Jnd oubide of class- and too
m:Jn~·things which have higher priori ty.
Oat es, cars . chewing tobacco. lunchtime lights. foot hull . passing notes.
TV . "ge lling ps~· cho"- all of th es e preempt education. Not that any of this is
parlicularly new for a teacher to grum Lie ab(.lu l. What ' s no\'cl is the magnitude of it.
Ootens of other teachers confirmed
my experience : Up to half (and somelimes more) of the tim.; spent "teach. ing " is wasted on mailers that bear lit . tic relation to the subject. My rouline
, consisted in large part of babysilling
chores and police functions.
During one class several of my llth gradc graphic ar ts ~ tud ents become so
enlhrulled wilh their scissors th a t they
sturted gi\'ing each other punk -rock
hairculs . Anothe r lime a couple of stu d<· nls db cove red the oil cans I kept next
lo Ihe prinling pr ess and, while I was in
the darkroom. spread machine oil ov er
half the class In a n a uemptlo squirt
. each other.
Perhaps m ost frustr a ting were the
covert acts of ' 'andalism and theft. and
I he usually lulile sea rch lor the pe rpc-

S

a~6

trators. Once, a dot en expensive silkscreens were slashed. Cords loelectrical equipment were cut. My artist's
tools were routine ly stolen until I was
forced to check them out lor eac h
assignment.
I asked other teachers ill was doing
something wrong. Had llost_control so
early? The unanimous answer was that
such incidents are daily fare . "You've
got to watch ' em every second!" was
the all-too-common response .
And, of course, there is the unending
struggle to "motivate" students who
often cannot see any relationship between school and what they will be doing live years from now . In fact , maybe
there isn't any relationship. Or at least
none is apparent.
his no longer self-e videntto a junior
high student . even to a senior in high
school. th a t learning the cau ses of the .
War of 1812 contributes to being a "better citizen." No longer is prop~r English
important when the idols of many students arc rock stars and dirt bikers .
Even the value of vocational classes Is
questionable ; much of the technology
taught in those underfunded cl<~sses is
a lready outmoded . (Most of the s tudents in my graphics classes were not
there for vocational reasons; they simply needed to fill an "elective" slot.)
Teaching is hard enough withoul having to constantly de fend the premises
upon which ed ucation rtsts . I can't
recall how many tim es I wa nted to Iell a
lethargic student, " If you don't know
whyyou'rehere. lea ·Je!"
I left instead- alter only six week s.
Ma ny of my fellow teachc rs, lo be sure ,
insist ed I hadn' l given it enoug h tim e .
But m a ny more wondered why I'd bothered 10 leave my other career in Ihe
lirst place . One s uspec led I went into
le a ching because I fa il ed at my "r~a l
job." (lnlerestingly . thi s is a va riati on
on the old adage lhat ' P cupl e who can uo

something. do it ; people who can 't.
tea ch it ." From a teac her , no less!)
A conclusion I reached during those
six long weeks is !ha t leaching is a real
job- a job that happens to be more
demanding. a nd certainly more imporla nl , than most of Ihe jobs in Ihe "real
wo rld" of business.
The product asked of educalors is a
thoughtful a nd dis cip lined cititen
equipped to luncti11n as a re sponsible,
productive member of society. Yet.
with the teaching environment so filled
with dislracli ons. wilh an overwh elm ing number of stud ents uncommit ed to
their own educations. wilh so lillie sup port from the very society which those
stud en ts will be gradu a ting into. I he
odds are against it.
A fe llow teacher who knew I was putting m y experiences down in wriling
told me it wasn't enough to complain .
" Make some con slcuctiv e s ugge sli ons ,"
she said . "A ft er you get back into the
real world"- again th a t se lf-deprecating phro se - " do sJmelhing to help us
out of this mess ."
Thai is impossible for one possess ing
so lilli e experience in I he system. Still, I
have thou gh ! about it. And pari of I he
solulion. il seems to me . lie s in the distin ction that is continually made betwee n schooling a nd the so-called "real
world ." For it is an unnecessarily a nifi cal distinction- a I leas t in the latt er
s lages of ed ucalio n. A more gradual
tran si ti on fr om the classroom lo the
world of bu s in ess could be deve loped In
replace Ihal abrup t. si lly liule ceremony whic h dumps studen ts fr om one
"stage" of lh dr li v•)S to a dislin c lly different one . (U nl ess out of pure scl fpreservution. students go on to co ll ege.
which only puis off ;his abrupl chnngc
for a fl!w n1orc yca z~ . )

Work exper ience actual on -sit e job
train ing w ith coopera ting industncs.
\'OCil li o n n l apprentice ship s, COilllllllllity

8y Debbie Hooa, Bee 1o1•tt pho1oor•1Jhcr

service ass ignments- these should be ·
worked into the last two yea rs of high
school. Not only are most s tudents
r ea dy lor this experien ce. it would probably reaffirm th e va lue of the more
tra ditional education during the ir fewer
hours on ca mpus . And that might IC $Se n
I he behaviora l disruptions which so
often surface in the cla ssroom from the
students' perc ep ti on of its irre le va nce .
Anoth e r thought : Just as society's
inv o l vem~ nt in ils syslem of justice is
slreng lh ened by the cilizen 's res ponsi bilily to serve on" jury duty " . why not
something s imil ar lor education? Cilizcns could be required to serve "schoo l
duty" for a week or tw o. to work as
leachers ' as s islanls . to help wilh Ihe
planned- and unplanned!- classroom
uc ti v iti c s our sa laried teachers live with

all year long . The re could be no more
c ff ecli ve way to forge a relationship
between I he ci ti ze n a nd th e edlicat ion
pn• CCSS .

And certainly no better way exists to
convince a community of the challen~es
and difficulti es teachers lace , as well as
our need tngive more support to that
vital job. What a change would be
wrought if only mor e people had experience teaching their own sons and daugh ters, as I had .
A sense of failure surrounds my brief
teaching career. In returning 10 my
secure'drawlng board. my pens nnd my
boule of ink, I've fr ee ly admitted the
challe nges of teaching were greate r
th a n I he grntllicallons I imagined would
make It all worthwhile.
Yet there are still some who find the
gratifications sufficient. There are
many who can acceplthe fruslrali ons
and, in spite of them, teoch their students something of lasting value . Whi c h
m a ke s me a dmire I hem even more .
It is lh ese people, the dedicated on., s .
who continue to insure th a t I he " rent
worl d " has a lulurc .
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APPENDIX C
NINE WEEK PLAN:

COGNITIVE BEHAVIOR MODIFICATION
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COGNITIVE BEHAVIOR MODIFICATION

OUTLINE

Week 1 - September 15-19, November 17-21
Introduction- Talk about problems in school, test taking, getting
along with parents and peers. Let the group interact.
I.

Definition of the Problem.
A.
B.

Show role play tape of test situation.*
Ask students what they see, what is happening.
1. Observe facial expressions.
2. Observe body in general - tense or relaxed, any
sign of strain.
3. Ask group what is a self-statement.
4. Does everyone make self-statements.
5. Are self-statements negative or positive.
6. Ask students how long they think they have been
making self-statements.
7. Have each member of the group express here and now
self-statements (don't push, some probably won't
want to say anything.
8. Assign each member of the group the ta~k of listening
to himself/herself for a week so that he/she can
report on it next nession.
11

11

*See role play script for video tape on page 120.
Week 2 - September 22-26, November 24-26
II.

Discussion of the Problem.
A.
B.
C.
D.

Hand out a sheet that looks like a test. Tape the
procedure.*
Ask each student to write down their first thought as
they looked at the test.
Ask one student to go up to the board and write his
statement.
Tape the whole process.
1. Show back the tape.
2. Ask the students to look at themselves, and give
their self-statements.
3. Ask student who went to the board to present his
self-statements as he sees (on tape) himself going
to the board.
4. Show the group their response to the student who
wrote on the board and discuss their self-statements
Boy, I'm glad he didn't ask me,
What a fool
that person is, etc.
11

11

(

11

11
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E.

Ask if there is any more awareness of self-statements.
Assign each student the task of returning to the group
the next week with an example of:
1. A personal positive self-statement.
2. A personal negative self-statement.
3. Give them examples, i.e. parent put down, appearance.

*See sample test on page 121.
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VIDEO TAPE

ROLE PLAY
l.

Parent to Teenager
a)

Your room is a mess.

b)

You're a slob, inconsiderate.

c)

Can't you do anything right?

ASK GROUP:

2.

l.

How does the student look? Does he appear to be
happy, depressed, doesn't care?

2.

Look at the student. What do you think is going on
in his head? What does he say to himself?

Teacher to Teenager
a)

Teacher hands out a test .

b)

Student takes one look and looks horrified.

c)

Student opens the first page, shakes head, looks confused.

d)

Teacher says do your own work, says this should be an
easy test, says there will be no questions.

ASK GROUP :
1.

Looking at the student, how do you think he feels

about the test?
2.

What is the student saying to himself?
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100 Point Test - NO Talking

Name__________________
Date

1.

What are self-statements?

2.

Write down 5 self-statements you caught yourself making this
past week.

3.

Describe an activity in which you would feel uncomfortable
doing in front of the group.

4.

How can you learn to change negative self-statements into
positive ones?

124

Week 3 - September 29-0ctober 3
III.

Review and Complete II.
A.
B.
C.

Talk about the feelings the students had as they review
the video-tape.
Look at the test questions and discuss text anxiety, any
test, go over the questions.
Look at question 3 on the 11 test 11 • Have each student talk
about what they wrote down. Have a volunteer perform
what he/she wrote, video tape it, and talk about why
the student did not want to do this and what happens
when he/she does.

Week 4 - October 6-10, December 8-12
IV.

Anxiety and Stress.
A.
B.
C.

Using the question 3 results from Week 2, take each
student and tape them doing what they didn•t want to do.
Ask them what stress is, how do they know that they
don•t like to do something. How do they feel? What
happens to them both physically and mentally?
Have the total group respond to the anxiety that the
others seem to have. Is it only the individual who is
the forefront who feels anxiety, or does the rest of
the group feel that the invididual should be anxious
about their behavior?

Week 5 - October 13-17, January 5-9
V.

Relaxation.
A.
B.
C.
D.

E.
F.

Give each student an object (eraser) to hold.
Have each student hold the eraser as tightly as
possible, count to 5, have them relax. Repeat this
3 or 4 times.
Ask the students to tell the difference between holding
the object tightly and then relaxing.
Ask an individual student to hold the object as tightly
as possible.
1. Ask the student to give his/her name.
2. Ask for address and phone number.
3. Repeat, only do it relaxed.
Ask another student to hold the object tightly.
1. Ask the student to read a few sentences.
2. Have the student repeat the reading while relaxed.
Ask all of the students:
1. What did they observe?
2. Have the two students who actively participated talk
about the experience.
3. Ask the non-participants if they felt themselves tense
and relax with the student who was given the task.
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G.

Talk to the students about
opposites. The two cannot
that apply to school work?
to participate in front of

tensing and relaxing being
exist together. How does
How do you feel when asked
others, in tests, etc.?

Week 6 - October 20-24, January 12-16
VI.

Role Play - Video Taping.*
A.
B.
C.
D.

Explain to group how to act out the role play situation,
(parent to child, teacher to student).
Divide the group into two sma 11 er ones.
Each person in each group has the opportunity to play
an authority role and a subordinate role.
Discuss criticism, how does it feel to be the authority
or subordinate?

Week 7- October 27-31, January 19-23
VII.

Imagery anxiety.
A.
B.
C.

D.

Make a list of your worst fears.
Close your eyes and imagine one of your fears.
Discuss the following:
1. When did you begin to feel anxious?
2. When was the anxiety the greatest?
3. What were the self-statements and images that you had?
Play a tape of a fear situation.
1. Discuss what makes people afraid.
2. How do you get rid of anxiety?

Week 8- November 3-7, January 27-31
VIII.

Revie\<1.
A.
B.

Play original tape and review what happened.
Have the group role play the same tape script and view
themselves. Discuss differences in feelings between
first week and now.

Week 9- November 10-14, February 3-7
A.
B.
C.
D.
*See page

Review self-statements and their importance.
How do we make our problems more bearable?
Review the value of relaxation (what else do people
use that is not natural, i.e. alcohol).
Party (with refreshments).
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PARENT TO CHILD
Use about 3 or 4 of these items to get a discussion going:
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.

Take out the garbage.
Your clothes are a mess.
Clean your room.
Do your homework.
I don't like your friends.
Go get a haircut.
Mow the lawn.
Wash the dishes.
Don't eat junk food before dinner.
Turn down the music.
Don't stay out so late.

TEACHER TO STUDENT
Use about 3 or 4 of these items to get a discussion going:
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.

Sit down.
Be quiet.
Get to work.
Don't ask stupid questions.
Stop eating in class.
Where is your homework.
Take a test.
No, you can't go to the bathroom.
No, you can't go to the office.
Now you've had it. Go to the Crisis Counselor.

APPENDIX D
SEMANTIC DIFFERENTIAL
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NAHE_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __ PERIOD
------TEACHER._ _ _ _ _ _ _ _ _ _ _ _ __

DATE- - - - - - - -

The words on this test are adjectives that describe your attitudes
or feelings. Please place a mark on the line between each pair
of adjectives that best tells how you feel about school, parents,
friends, yourself, or reading.
SCHOOL:
Good
Pleasant

Bad

--------------------------------------

Unpleasant

Unfair

Fair

Weak

Strong

Active

Passive

Healthy

Unhealthy

Slow

Fast

Dull

Sharp

Bright

Dark

PARENTS:
Bad

Good

Pleasant --------------------------------------- Unpleasant
Unfair
Fair
Strong

Weak

Passive

Active

Slow

Fast

Sharp

Dull

Dark

Bright

Healthy

Unhealthy
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NAME
FRIENDS:
Good

Bad

Unfair

Fair

Active

Passive

Slow

Fast

Bright

Dark

Pleasant

Unpleasant

Weak

Strong

Healthy

Unhealthy

Dull

Sharp

MYSELF:
Fair

Unfair

Fast

Slow

Unpleasant

Pleasant

Unhealthy

Healthy

Sharp

Dull

Strong

Weak

Dark

Bright

Passive

Active

Bad

Good
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NAME
READING:
Healthy

Unhealthy

Pleasant

Unpleasant

Slow

Fast

Unfair

Fair

Good

Bad

Active

Passive

Bright

Dark

Weak

Strong

Dull

Sharp

